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Cha%ter 1

For Teachers: Using General Principles Imstead of Recipes
C .- -

- ‘_> . R . . .

-

« ? .~ - *,

~

—

listen to-what the teacher is’ saying, when‘students give public recitations
- 7 H

» $ -

.

. R * . ) .
todl for providing.simultaneous Opportunfties for all class members. T

Groupwork is an effective strategy for a variety of other, objectives.

-

groups are of critical importance to special classroom settings such as ‘the

different backgrounds have something worthwhilé to contribdte to the group

’

for working in groups have many applicationa in student and, adult work life.

N

» ’~

¢ * \ [ \

effort and engagement with their academic tasks. .

i

<

‘What is Groupwork? -

. - -

.

:‘4

participate on a-task which has been clearly assigned and where students Qﬁf

f:/'”- . i ‘ t \.. l' 9 . : ) -«

- ‘ ’ E . . - .o

necessary to achieve those objgctives. ' S o g

i

This is a book for teachers of students of all ages. Specifically,gjhis .
/>book speaks to thése teachers who believe that fhe kind of learning which takes

o .
: place when studentg,taiﬁ; explain .and argue is different from learning when students{

?

"ﬁﬁd when they sit and work on papers and exercises by themselves. ;g,a teacher

wants'to produce active learning, properly designed work in groups is a powerful

.,

4.

Small

deeegregated classroom where talking together about tasks'enables students to

use each other as valuable’ resources and to discover that students coming from

endeavor. Being able to ask questions and dis-uss problems with fellow students

in an articulate, reasonable and responsive manner is another objective. Skills .

Small groups are an excellent method of "coopting" poor achievers into active

-~

ks Small groups are not a panacea for, instructional problems. They are only
one tool useful for specific kinds of.objectives dn the classroom. Mbst teachers
will want to use them in'combination with a variety of other classroom formats for'
differing kinds of tasks and objectives. The chaise~of small groups ‘as a strategy

should depend upon the instructor 8 objeciAve and the kind of learning experience

s [
When students work together in a group small enough so that everyone can'’
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expected to carry.,out their tésk withoutf direct and immediate Supervision by-

. .

the teacher,.we have what this book calls "groupwork." Groupwork is not the

"same'as‘-'abi..lity grouping v which the teacher divides’ up the -class by academic

criteria.so that he/she c'an\instru‘ct a more homogeneous group. It should also

’ IS

be distinguished from small\groups which the teacher composes for intensive

\
‘0

instruction, such as f}e‘xible\ grouping nrocedures used "in individualized :
{ \\ — I
- reading instruction. .o . d
. . ' .
The q’uestion of who is, in &:abge of the group is critical if a teacher is
o ! \ - r

in charge, regardless of thef age\of the studehts, the teacher will do’ much more

1 1

talking than the atudents. The tx:cher's evaluations of each member 8 per-

*

.

formance will have far more weIgh

*? I3 \ -

-If- the teacher is'in charge, members‘ will talk, not to each ot:her, but to the
v ?

te'acher as the adthority figure who i 6ve¢rseeing the inte&lectual performance

{.han any other group member's evaluation.

of the members. Group~!nembers will wa t to know what the teacher expects in -
. .

the way, of a satisfactory performapce d will be more interested in obtaining

feedba‘ck on the performance f{_m the teac ex than from any other group member.

- - &

Supervis’ea group instruction is the 1d al learning situation for many
4
objectives. ,For example, if, students are ji: learning new difficult technical

skills, they may ‘need close supervis.ion to prevent them from making misgakes

on their initial attempts at per,formance. Another example is.remedial reading,

where students-need maximmn«feedback, structuri g, and encouragement (Stallings,

1978) -’ .

In contrast 'to this situation, the groupwork I am talking: about; involves an

Y4 -

. explicit delegation of authority to the students; it is their job to carry out -

" the t.’ask. The instructor should provide them with clear instructions on how
the.y are to go about doing this task, but tHey must take over the job of suggesting

what other members should do, listening to what other people “are saying, and

~

)

. a ' , .
SEUARE S |/ R -.

T
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deciding how to get the job done.withinothe tiﬁe and resource limitations'set : ‘s
3y the instructor. A key feature of groups is their interdependence, to some
degree members need ench other in order to.complete the task . Interdependence - o
% o i * *

tb.is a strong source of motivation for participation in a group; at. the same time ' .

it is the source of a whole series of problems fofygroups. I will give the- ‘.

L

topic of interdependence a thorough analysis.

Use of General Principles . . o

’ Contrary to what most practiti,ners believe, there is nothing so practical

- as a good’theory. %ociologists and 'social psychologists have useful - theordes

’ “‘ "' o —_—

‘ Q
and relevant research on small groips in laboratory and clasdroom settings. .
-n‘ . < .
From this theory and research come some' general principles applicaﬁle to the .

instructor's own situation. Using thesge principles, an instructor can anaTyze

. - .

his/her own® class and learning objéctives in order to design a suitable small .

' N . »

, 8group format. - Instead of_"recipes," I will present'generai principles and :
. ° '

concepts combined with'practicable, workable exJGEIes: These same-general .' )
4 Py . % . . co. - N F

> ® I i’-
principles suggest ways to evaluate the success of the technique so that the .
[y . P . -

-~ -

instructor (can decide whether.it works for his/her class and if so, how to;

-
.

- ' by

v ~

improve it for the nex§ time. .. ' :

The advantage of ptoviding general principles is that the teacher can use .

. . ) .

them in settings ranging from elementary to college level and to non-formal L
™\ . ,

education. The instructor wakes’ various adjustments for differenc%s in age of “ . {

" the student and in the nature of the setting. For example, the simphcity of the .
instryctions will vary with the age of the students.i So will the analysis of

what.skills are alrgady possessed by group members in comparison to what they
v T

will need for the group task. It is clear that in younger groups,.there aré ' :

il

potent{al prob&ems of disecipline ana'classroom management which are absent for

older groups. Vot all the analysis and adjustment focusses on age of the

student. Regardless of age, different classes and 'settings provide different status "
ol
¥ . .- ¢ ) . .

- \ . : E . _1_1 ' : .

I
\J\i
¢



- of these teachers are the best sources of evidence in the book. It has always

.Groups

.

) s Ve '
. problems; some classeg-are much more heterogeneous in social status than .

”others: 1 will defﬁxélseveral chapters - tc status probléms and what can be

. . A\

.

-

, »done about them. '
» a.\
Use of Research

Y

o “ )
~ .

~

)

Most relevant for this book is the resesrch which haS¢app11e9 dqeful

theories- to classrooys. In some cases, I find the theo}y and research suffi- ..

-

ciently strorg to assert with some congidence that :uere are specific desirable

effects of groupwork on Student behavior. To support such claims, I will present

relevant data from research. Particularly in the ch§pté; on grouﬁwork in inte-

. - 3 L

~ [y

grated settings, where I have done extensive research, thé reader will find the

. )

; 'specific kinds of'méﬁsuréble behavior depicted in tables. This should prove

‘ helpful for the practitioner Bécause shefhe will kﬁow.just what kind of desired

lce - - '
effects to look for in evaluating the success of instruction.

~ . —

:
/
.

~

‘In my own research on classrooms} I have,always worked closely with

Iy

teachers who have left the classroom for graduate work. Many of the dissertations -

. >

Jbeen these graduate students who were concerned to make theé research relevant

<Q -
N -

om instructor.* ~

o~

and praétical for the classro N

é
It Y

\
i

- v

Hoﬁ.True are the Principles?
An experignce&,practitioﬂep ob¥iously wants to. know how "true" any;

agpert{ohs I might méke are for their own c%bsrooms. Wfll these propositions

hold in all settings? What are the dangers of things going wrong? Are the

- -t

risks worth the gains? ' . -

. .

3

Let me be perfectly frank:.I do not know for s.ure whether the principles

. -

.

- hd

"hold under all copé?tions. But I do know of a variety of ‘clasgroom conditions

A .

where the data are supportive of the propaitiops. What the practitiéner must



Groups

do is think about what is likely to happen when these principles are applied

[

There‘is nO‘way that a set of recipes -in a book will relieve the instructor of

- this responsibility. If it appears ‘that nothing untoward is likely to happen,

then it may well be worth the risk to try and accomplf%h teaching objedtives. =

e
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.Chapter I

-\\\\\\\\ Groupwork ahd Teaching Objectives P

p This 18 not the first book to be written about groupwork. There are.good

works available, and\I will -take the opportunity to refer the reader to them
where relevant. Many of these othér books stress the effects of groupion
students' feelings and attitudes .toward each other. Thera are indeed socio-
- . emotional'gains from groupwork, but first I would like to discuss the use of
this strategy for the teache-whose objectives are more intellectual as well.

©
‘

3 Intellectual ObjectiveSu

After an fnstructor has introduced ntew Zoncepts and illustrated how they -
apply, there comes a time in the teachiug and learning process, when the student
must c¢btain some active practice in using these new ideas and applying them in’

r

: various ways. Traditionally, methods of accomplishing these goals include

4 e ———

%

written papers, - exercises in class time (known as seatwork), and public

recitation where Ehe teacher asks the students to make application and one

V.
3 N &

student at a time tries to do so, while the test of the. class listens.
L
There are obvious limitations to these techniques. Clearly, when
* recitation is used, only one student at a time gets the "active practice.”

There is no evidence that I know of which says that listening to other people

{
}

assimilate ney concepts is-the same experience as doing it for‘yourself ’
Exercises and essays are the time~honored methods of teachers everywhere. Yet
t'l we all kn%w that younger students, low achievers and léss motivated students ’
are loath ‘to carry out the prescribed exercises. If tne%teacher assigns the
_work during classroom time, the children are very likely to be found doing
anything but what they .are supposed to be doing (Berliner, et al., 1969) 1f

the teacher assigns homework, many students, especially in inner city scnools,




¥

/ . .
problems. - Furthefmore,~until the student géts back the corrected éssay or-

: it back with adequate comment, may ‘be embarrassingly long. - *

‘ -7~ Groups

will not do the work. Even among better motivated colleée students, there are
limitations to the essay. Understanding and assiﬁilating new- concepts and
writing about them demand both,. . cognitive procésses and the writing skills.

Problems with writiné are then compounded with,éﬁe understanding and thinking
’n

2 -

\

exercise, there is no opportunity to discover confusion and error. As any bwsy

instructor knows, the lag betwee//fhe student turning in a paper and receiving

_.,_.a-— -
’

©
L]

- Groupwork will produce more active, engaged, " task oriented behavior than

ar

the traditional seatwork - alternative. ‘However, proper steps must be taken 1if

~

the objective is to achieve learning and assimilating of new concepts. There

Ll

. \\~is no point in producing active engagement if the discussion ‘represents

collective ignorance. The studentd must have the:vocabulary and Tesources to

-

achieve 2 required level of intellectual discnurse. Furthermore, there must be

somé way -to structure the expcrience so that people will. listen carefully to

‘each other, explain to each other, and provide some corrective feedback for

1

\\Each other. All of this is unlikely to take place by magic; the tegcher has to

lay the groundgork through meticulous planning and careful instructions to the

group. ’ e T

L3

Another intellectual objective is learning through creative problem solving.’
In American society where so much emphasis is placed on individual achievement,
it -has to be explicitly pointe out that many problems are solved better by a

1.
group than by an individual working alone. For many years.the demonstrations -

»

developed by Jay Hall of the superiority of group products td those.of the

-

individuals in ‘that same group have been carried out by educators and business

consultants who need an effective way of teaching this simple lesson (1971). . Social

psychology has not deveioped a clear idea of just which intellectual tasks are

“ better accomplished in groups. All of the Hall .tasks involve.problems of
. . o~ . .

1’%&? ‘ 15

i 1




<L -8~ . . " Groups’
su:vival for hypotheticaf groups, where they‘must pull together their ~

individur! knowledge and insights to produce solutions for the optimal use of
. N [ *
objects available to further grouv survival. T

~ In my own analysis of tHis issue, the kind of problem which'is"hetter

done by a group is one where people have—something to learn from each other,

each person may have some information relevant to -the solution. In addition
‘ .

to the sharing of technical and concretéi.factual information, people's'thinkingl’
and insight are stimulated by ‘the ideas and questions offered by other grdhp
members.~ This is "brainstorming" whicheexecutives in the business world have

tried to make a self-conscious process.

Students have much to gain from participating in creative grcup problem’

solving. They learn from each other, they are stimulated to carry out some

higher order thinking, and they experience an authentic intellectual pride ‘of

-craft when the product is more than what any single member could create. -
Ihere is much research on small groups which documents the generalfzation-

that some tasks are better achieved- by groups However, without a general

- S t—

theory concerning which tasks are VYetter done in groups, this research is of no

particular use to the practitioner. Mbre useful is that work of Piaget ‘and

researchers in his school ¢f thought on the subject of group interaction and
intellectual functioning. Piaget sees interaction between children a3 one of *
the chief motivations of their intellectual development Through exposure‘to;

P

different points’ of view, they come to examine the environment more objectively Rl

and to use other than theit own perspective (Sharan, l976' Piaget, 1951, 1970;

¥ 4

and Inhelder, 1974)

3

A fascinating experiment'whiJR'illustrates this principle is the work of’

F. Murray on the acquisition of conservation through social interaggion He &
2 ,’n i

composed groups of three kindergarten children. One was able to Soive the

1o ~ p——
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clasaic Piagetian conservation task; the other two were not. They were told

that they would not get a score for their solution unless a correct answer was .-

4 ‘e
- - v "

reached unanimously. They were free to use all the‘equipment and to experiment.
A'week‘later, aﬁl-were tested individually on the same basic principle, but
different materials made up the tést. Msny children_who were not: able to solve '
the problem in the first testing!were able;to do so after their experience in- ’
the group. In addition the ouality of the solution given by childrén who could
solve the'problem in the first testing was improved (Murray, 1972). A

I do nox thinkthe resulgi?of this experiment only appl; to’ immature ‘ ’
dhildren: It illustrates two good things that can,happen to intellectual -
functioning in groups. Through intense group interaction, individuals can achieve

genuine_insight and learning froth each othet and'from the interaction 3f materials

and:people. Secong Ys- those who know more. are not exploited by havfng to teach

“know—-betﬂ’er »t

_~Increasinngnga§ement )
1N

1

others in the gro

3 they instead come to learn more and to understand what they

gh. the process of'demonstration and communication with others. .

—

Recent reseatch on why achievemenb test results in public schools ‘are
often disappointing, especially”for children of lower social class background,
points to a simple problem. Some children ‘do not spend sdequate time on learniné

tasks. Sometimes this is a management problem, teachers do not allocate enough

time to learning skills measured on these tests; or teachers spend_goo much time. -

;organizing and having children wait; or teachers do not rove around the room . .

" work.

- "~ The Beginning Teacher Evaluation Study, a monumental work of classroom -y

>
- . ¢

enough, giving‘feedback to the students on the correctness of their work. But

_ sometimes the" lack of time on a task is a product of the student's refusal to

» ‘ -
)
“

observation and achievement testing,’revealed that on the average, students obserged
- [
’ N
4 ’ .}- nv():

i

o IS ¥ .
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)

in Grades 2 and 5, spent at least 602 of their time in seatwork (- Berliner

et al., 19]8) There was more seatwork in Grade 5 than 2.__Over half‘thS”timé_T’

during reading and mathfmatics, students work on their own, with no instructional

& t, 4 , - ' - P
interaction.. _\;/ . . " . .
- Why is"this. iﬁportant? Because engagement rates in these self-paced !

settfngs are markedly lower than in other.settings. This means that'stuaénfs
‘ s X o
> tend to be doing something other than"their assigned ‘work when they are, Teft to

I

JJ;%heir own devices--and the students observed ‘i\ggzgzzfinning Teacher study’ were the
1

Ctudents who needed to work because they were achie g_1insthe . 30-60th percentile

z,thg standardized tests. Furthermore, this study fin;;\;t?ongLrelationship»

berwcen engagement rates and post-test achievement scores, holding constant what*

-

the individual ‘had acheived,on the pre-test. . _ _ R

L

The old-fashioned "seatwork" is often passed off ss-individualizatigp,

because children ere found working at different tasks at different paces at
7

their seats. But without conrective feedback given in a timely fashion and

wdthout keen observation by the instructor to see if the task is appropriate

L2

o to the individual, this method can hardly be said to resemble the' .dfagnostic~

Prescriptive individualization model. ',

1
v’

I woudd‘argue that this problem of desengagement during seatwork is partly

a groduct of choosing a method of organizing studerits which leaves the student who

@

rarely succeeds in schoolworkoquite alone. The teacher cannot supervise as

directly and efficiently as ' in whole class instruction where students who do not ,

L I *

conform can be quickly seen and urged to get back to attention#or work. The

students are receiving very little information on how‘well they are doing or how

they cqﬁld be more succcessful.. The tasks themselves are rarely sufficiently .

;

interesting to hold the students attention. Unless the children take total

responsibllity fon their own learning (a difficult task to achieve with less

Y-

»
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sﬁv\essful students) they will drift off task simply because there is nothing
to compel them to stay with it. . ’ . . -
\--r I . . e T

" But 'this leaves the instructor with a dilemma. If the etolanation _of
the” concepts has already been presented on a whole class basis, there is not
much point tO\going back to that format. The sgudents need to practice with
the new concepts and relationships, seatwork seems uﬁavoidable.‘ Here 1is where

cooperative relationshtps between«children provide a good answer to this

teaching problem. St%dpnts can teach one athher' they can give each other

.

assistance, they can work as a“ group ¢n a sample problem. Ihese interdependencies
v /\ ? AL

- - -

\

can be. momentary or a long-term project.
. \
. The interactive student situation will provide more- feedback on the learning

\

‘ prpcess.c It will givp more opportunities for active rehearsal of the new' ideas, -m\‘

-

and the sitpation will show.dramatically increased engagement rates in comparisonp‘

to seatwork (Ahmadjian, 1980).

\ If the instructor can orgahize'the classroom so that studenis are working
-~ 3

cooperatively and taking responsibility for their own learning, there is a sound
basis for expecting improved l§arning outcomes, The Beginning Teacher Evaluation
Study took a weekly rating in classrooms of the extent to which students took

responsibility and the extent to Wbich students helped each other. These rating

Lo

scales vere the strongest and most consistent predictor of achievement at the

classroow level. . R - . ' ' ©

Although these goals are not easy to achieve, they are well worth considering. A

- s e

) ”. Cooperative relations between students in carrying out théir own learning tasks are

a: major tool for increasing active learning among low achieving students. lt
. M

is therefore a tool for the achievement of major instructional objectives.

(4

,.Language and Oral Communications

.;Cooperativg'tasks‘are an excelfent tool for still one more learning

v

- . 7 AR
objective~-the learning of language and the impovement of oral communication skills.

Fd
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In any language learning setting, in bilingual classrooms, or for students of
any age who need to, improve their skills in oral communication, active practice

*

is of the essense. Recitation and drill are limited tools. They cannot compare

- Y ¢

. to an exercise which forces student§ -to talk &ith é!Eh other with Tespect to the, ‘

L y “ -,' /\
active practice per student. " T N .

Language learning specialists argue that young children do’ ndt benefit

r

from patxerned drills so common in the English as a Second Language=approach.

<

. e Do

Rather, children learn language by using it is a more,gaturaI’fashion. If the

—""—l
v P

instructor of the bilingual classroom sets 1 up a series of tasks which g\tlchildren

to talk to each other, usi the new vocabulary associated with an interésting

»

. task* the possibilities for active language learning can be greatly enhanced.

The same' argument applies for increasing skills in oral communication.

Compare the traditional approach of having one student stapd up and make a

- 14

-presentation to the class, with setting up small groups where each member is
responsible to communica;e a-key part of the task to all the” other members of
the group. If the group, must understand what each member has to communicate in
in order to accomplish the goal, they will ask questions and force the;presenter
to be a clear'communicator. The group method will provide far more active and
relevant praqtice than the rafe event of makirg speech to “a quiet whole class.:

Socio-Emotﬁbnal ObjectiVes

- - > -

There are awhole range of socio-emotional objectives for which groupwork

]

is commonly recommended. Social research has gathered impressive evidence to the

_ effect that cooperative groups, where people work t&gether for”group .goals, produce

-

a number of desirable’effects.in people's feeling for one another. When groups

&

engage in.cooperative taﬂgs requiring interdependence of members, they are more

-

likely to form friendly ties and to influence each other than when the task

LS

stimulates competition among members (Deutsch 1968). Slavin sums up.the

research as follows.
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boratory research has. produced conflicting results when social
8c entists have tried to compate productivity of the group working
under competitive vs. cooperative reward conditions. For conflicting
- reviews of what this research’ literature say, see Johnson, D.W. and

. Jo son, R.T. "Instructional goal structure: Cooperative, tompetitive -
dividualiltic." Review of Educational Research, 1974, 44, 213-

-

L. 240 d Michaels, J.W., "Classroom reseaxch structure and academic .
© . perf ce," Review of Educational Research, 1977, 47, 8Z-98. of .
. ) cours 8 laboratory research ia!evaluating the group product in
- . most cases, whereas the focus of our discussion has been on the -
PR * process \of working in groups. and .the favorable effédta:tlils might
: have: on earning and’ underatanding or attitude for individuals.
. L ”.»~ L}

' In contraat to the Yresearch on performance, the laboratory résearch
. ) relating cooperation td group cohesiveness is expectionally

. . conaistent.\°Virtually, all of the lab studies in which liking “of

. *  others or related variablea were measured found: that cooperation

- leads to greater mutiual attraction than do individualdization or:
competition, even when the effects on performance go in the opposite

v “direction. - . .

. 3 . . . ""ﬁ X N -
In summary, the lesson from the laboratory studies is. that\coooerative‘
increases cohesiveness, but has uncertain effects on performance. )

\. (P. .11, slavin, Robert. "Cooperative Learning;'—‘Technical Report
U No.4267. Center for Social Organization of Schools, The Johns
."  Hopkins University, December, 1978) .

*

N ] ’Qecauae of this research cooperative groups ire often advocated-for- de-
{ seéregated classrooms where one would like,to see the dif%erent racial groups
* learn how to get along together, form cross-rﬂbial friendships, and reduce any ,.
o .sterotypic views they have of each other (Weigel, R.H.;. Wiser, P L. and Cook,
. ~ S.W., 1975). However, it takes much more then setting interracia] cooperative .

groups to vork on a collective task to produce the desired results that Deutsch

e &

D Y . . .Y
. found. It ig true that one is more likely to get results than with a competitive,
‘individualistic reward system. '3ut even under conperative conditions, the groups
.. < K . .

L can fail altogether to operate cohesively as a group; interpersonal relations can

be'the opposite of harmonious; hierarchies can develop with‘cooperative groups.

v >
l:: . Simple setting up of interdependent groups with group rewards is not unigormlx
E ': N _. effective, the instructor can do much to obptain these desired results consistently
e L

from'group to group. _How to getibenefits of coopefation without its drawbacks is

‘ .
r . - )

_the major goal of several chapters of tqis book.




. ".Socialization,Objectives )

Of the many educators wha have written about the favorable effects of

small groups in the classroog? only the Sharans (1976) point out that when

" @

. the teacher makes - clearAdelegation to the student group of a learning task,

and allows that group to make a series of decis:ons as to how,they will proceed,

»

there 18 a special socializing effect. The Sharans argue that having students

axperience making decisions on their own rather tnan being told by the teacher ;
»

. exactly what to\do will have a Qesirable political socializing effect on them.

They will haveqhoie of a sense of control of their ownienvironmentJMthey will

(3

1

learn how to be actiyg citizens (in a, collectlve rather than ln an individualistic

sense) This consti tes an antidote for classroom-organizations where the . “

et e e eshes i

teacher does all the directing and telling others what to do; while the student.'

play\g\: a passive role. o e

P

There is experimental evidence that when students experience situations

which, are cooperative in nature, they will come to prefer_cooperative rather
than competitive methods of social organization (Breer, P.E. & Locke, E.A.,
1955).’ In a clas-sroom experiment, Bloom and Schurcke demonstrated that if’children -

- - >

experience a,series of group tasks where some- form of interdependent organization' 2

“is necessary for completing the task they learn to prefer cooperative methods :

-

" of social organization. In this curriculum, each activity provided information

' experientially to the children regarding the usefulness o? interdependent task,
means and goals. This information was'reinforced by the'teacher as each task was
completed. Children who had these experiences were more ltkely in a later

experience (quite unconnected with these claSsroom experiences) to choose the

interdependent cooperative method of attaining goals than the ckildren who were

in control classrooms and had never experienced the curriéulum on cobperation

A

’Bloom, 7. & Schuncke, Jr., l979) T - . .

»

»

' . ’ j - Lo L A\\,,
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. There is a third objcctive’of groypwork whichbhas-to do with soclalization. -

Groups can teach children and adults how to carty on a rational orinnized

(AN

discussion and how to plan and carry out a task as a result of that discussion. -

This is a set of skills which adults frequently lack; thef do, not know how to
)

. listen to other people in groups; they do tiot know how to work.with other people 8

ideasy they are often more concerned with dominatihg the discourse than with/

_Vparticipating. In s0 many aspects of adult work and oigénizational life, these

- IS

=

‘skills are critical, yet we rarely teach them in formal education.

EACY
@

. v : ’
In closing this discusssion of socializati‘s, I would like to quote .

David L. Abelon, Senior Circuit Judge, U. s. Court of Appeals for the District

Fop—— . N

- of Columbia Circuit, Waﬁhington, D C.:. - ’ .
- In resolving differences, "civility" in both its common meanings S ,

should prevail. -The first is.related to politness and accepted
norms of social behavior in, civil society. Civility can set norms g o .

of honest discourse, promoting listening ag well as talking. -
.second meaning I give to civility is the quality we strive for in . .
. the name of civilization, the ideal.state of human-culture where, .
human beings are the measure of value and humankind is. the sdbﬂect- 'IJ
" ., of enhancement. . . :

" ("Science, Technology, and the Court," Science, Vol. 208,

No. 4445, 1980, p.661) ° . L N ~ o

o o
. » .
e . 1 - N P . .
L] L -
3
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] -
Al \)
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\-Bducators are attracted to the idea of groupwork; it geems so much more

democratic and creative than tradftiodal classrooms where students sit quietly;

. 3

recite on call,’ take notes on the lecture, or ﬁollow instructiona in programmed

profeasora say they would like to try discuaaion groupa or the "geminar" \

\

4

method. So they put in charge of the discuggion sectiona an inexperienced
tenchins assistant, semding in a novice for, a job which most . tenured profesaora

admit they find frustrating and uasatiafacrbry. ' . ) .

¢ T <
Despite the appeal of groupwork, one finda it only rarely in claaaea of

N .
this be? The teacher who has no more tools for the

.

any. age level, Why ahould

to d grggp; ) ask a group tb méet and discuss.some assigned question; or
N ‘ ~

(3) ask the group to plan what they would like to do in the way of.a group

project. i . .
* The results of this "expe iment" are typically diamaying. Sometimea the
. <

.« 2

trather than an educator. If the} ass{ignment ia similar to one of the subjects

4

", . PO Chapter III o .
- Thé Dilemma of ‘Groupwork ) :

~

nateriala. Even in higher educaﬁion, where the lecture method haa 8o long ruled, °
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The greup who has been giVen a discusaidn question, even if they do become
involved and start’ talking about the isaue, may becomé dominated amazingly - *

: quickly by a member who isf perceived to have high academic ability or by a

The teachet who listens carefully may note that some of the girls in a mixed

‘ \. . . -
Sex froup are saying almpst nothing; also, there may be students from a

‘minority ethnie or racial’group who are non-participants. The teacher wonders

whether they are really diainterestéd in the task or'whether they are'hnder-'

»

estimating vhat they might have to contribute to the group.. Lastly, the quality

s

f the diacuaaion may be quitn diutreasing,-the grodp loses the main point of ~

&

at they are supposed to be discussing. They do not listen to eath‘other moat .

rardly have dnx;hing complimentary to say about‘each other 8 ideas. Subservience

the bes atudent or by the.peraon who 1is believed to be the best student.

O Suﬁpose hat this teacher persiata beyoﬁd the first experiment and tries t

.o Tecompose the grougs ao that studenta of.more similar ability and/or-:::7tests

I

are plared together1 -Much to his of her dismay,\a new status order quickly’

. ariaea with the game symptoms of domination and- non—participati n. In aome

> »*

groupa there is a status struggle vith much loﬁd arguing between two or more

a

e members of the group’ and rather acute diacomfort by the other group members.

What is the matter? Are t'bA students just too immature to work in a group?

-

<7 0r has the idea of groupwork been oversold so that the wise teacher would do

~
<- * . ’ * ? A

. »

o
’
ol
»
’
|
.
|

student who is influential and aocially powerful in infotmal sdcial relations. .
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" well to'return to traéﬁtionai methods?

Groups,
N <
—. [
< T X

The ansver to the first question is that it is not a problem of yo&th.

Adulte wilj show auch the gsame behavior in siall groups given tasks like these.

\ .

. ‘ 2

Although domination[fl " status struggle will be 1ess'noisy, the person who is

felt to: be most knowledgable about the subject is likely to dominate the group.

LXN

If the instructor tries ‘to avoid having one person more expert th!n the others

by séﬂt{ng_a npvel nev task, then différent social chidracteristics like the

: préstiﬁe'of the\ job one hoids, race, qr 'Sex may act as the basis for; expected

-

competence on the'new task. And, the person with a higher social statua is

¢ s

‘likely to talk more and be more infliential even if:

EIY

nothing to do with any of thege social statuses.

-

<

the new group task has:

o -t

Status problems in groupwork among college, studenta are further compounded ,

by the typical inatructor 8 belief that because one is dealing with adults,

no special planning or structuring is necessary when

. " Even though the students are adults, groupwork,still

-

_ important.”

\

aaaigning group tasks:,

requires car/;ul structuring

and, preplanning, and scmetimes traininéﬁgh how to behave in groups. In the

,

college classroom, students respon& with horedom and

anxiety to the instructor s

permdssive invitation, "I want you to discuss on a topic you really think is

)

If the instructor sets a technical discussion question, the

discussion is & case of collective ignorance; the stu&en@b are angry that the

¢

teacher is not doing hiy/her Jjob and teaching them something.

If the group

task is a joint paper or presentation, it is often the case that one student

decides to vide-on the efforts of his/her classmates.
out part of the project and lets the others "cover.h

to the group; they are often unwilling to sanction a

He/she fails to carry

)

This 1s most upsetting.

peer for this behavior,

yet they feel it is manifestly unfair for that person to .receive a satisfactaory';

.
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evaluation for a refusal to perform. The group ends- with such a bad feeling

about the experience that it may be difficult to- persuade the’ participants

—————— . L
.

to try a group project ever again. ? o .
x"!

Has groupwork been oversold? The answer to this question is that the
proper design of groupwork for classrooms cannot be achieved without a more
general understanding of some of the phenomena that take place in human groups.
Once the‘teacher has made & proper analysis of certain problems like status

differences in the group, re are/available‘some nelatively simple interven-

. -

tions which can 'short-circu " undesirable domination.
*1
But analysis and applica ion of general principles are not enough. In
¥ "
addition, the proper engineering of groupwork for classrooms requires meticulous

analysis of the nature of the task, the resources it requires, and the relation-
ship between the group experienceé and attainment of learning objectives.

. Finally, groupwork requires very careful preparation of materials, managdbent
of‘the,;ime available, and considerable_dttention to creating totally ¢lear
instructions to the studehts: This chapter introduces a minifil‘number of

'S

. . . -
concepts nceded to understand some of the phenomena that take placé in small.

-

_task groups. The next chapters will’ again introduce a minimal number of
abstractions which have proven useful in structuring the.group task so as to

avold many of the gommon probleqs.listed above.

Behavior of Task Oriented Groups

. 5‘ .
Laboratory studies of&small groups workingoon discussion and problem-
-
solving tasks usually find that participation of various members 1s unequal.

4 i

For example, I have studied over lOO four-person groups in the past five

L ——

'yearsrx It is practically never the case that euach person contributes one-~

.

{
quarter of the speeches having to do with the task at hangi_ Instead, one

2 N ] N

. - 2% L
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} person may be entremely active and another person mé& have. almost nothiné'to '
'sa§. A moment's thought will 1ead to the realization that for most of the time
allotted to the task by the person in charge only one person can talk at a
« time (although careful observation of many groups reveals\that two people
‘quite often are talking at the same time) If one person starts by doing most
of the talking incghe first few ninutes, other people‘are more likely to address
remarks to that,gerson than they are to talk to someone who has said nothing as
‘yet. Having people talk to Mr./Ms.‘High Initiator only encourages'him/her
to go right on being a high participator. 1If you are a member of the group who
‘has said nothing as }et, it may feel quite awkward te start:an entireiy new
line of thought, even though you happen to have the most valuable ideéa in the
group. You may content yourself with just commenting on what theahigh initiator
has said, or you may simply murmur agreement with what that person has asserted,
or you may continue to say nothing.
As the groupwork continues, it nay beqome quite accepted b} the group that
‘the high initiator does most of the talking and‘is the most influential person,
" while you do little except to go along with the group. If you are asked
who was the most influential person in the group, after the task is finished, .
you are very likely to choplse the high initiator. The high' initiator is likely
to chode him/herself as mast influentiaf. Even among a group of people who .do

not know each other and who have been selected for a laboratory study on the

©

o

4
basis that they are all male, 19 or 20 yeats old, and white, this hierarchy of
influence will emerge. The members agree that one person has made the most

important contribution to the task,and has had the best ideas (Berger, Conmner,

/

& McKeown, 1969). ' L '

If the very same people are split up and assigned to different gro@ps with

different tasks, they will-not necessarily behave the same way.’ High initiator

. — ‘_'__.__,._—-

0
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‘ba}“become medium initator, and low initiator“nay become the most infiuential

person on“the next task. These differences in behavior between tasks are a *

s

product of three factors which must always be taken into consideration by the

engineer of groupwork. the nature of the task, the initial patterns of

interaction, and the expectations all actors hold for the competence of the

task of each member of the group.

o T IF thds same group continues meeting over time, there will be a remarkable

o

stabllity in these rankinég on influence‘and leadership. As Wehster describes

this stability, "If the group meets for several sessions on successige days,'

_the actor who ranked highest on initiation at the end of the first session

is likely to rank highest on initiation at subsequent sessions" (Webster, 1975,-
p. 140). ‘

Among a'group of .status equals, this hferarchy does not aléays'deveIop
smoothly.” In many iaboratory groups which have been observed there is an )
early status struggie. Two members wiii vie vigorously‘for the position of
who will be the high initiator, NThey will sometimes attempt to form coalitions
with other nembersiof the group. The quality of the discussion suffers notice-

ably ‘under’ these circumstances. (For an excellent' discussion of these labora-.

13

tory findings, see. Murray Webster, Jr.: Actions and actors: _Principles of

social psychology,-Chapter.G "Power and Prestige." Cambridge,‘Mass.;
Winthrop Pub., Inc., 1975, pp. 135-162.)
>.Teachers often see students as ekhibiting persistent‘behavior patte'rnsl
becausé of personality characteristics which are inherent in thetindividual and
will revenl themselves in a variety of classroom situations. Teachers also

look at students im terms of a general "academic ability" concept and develop

ideas about how-well they will do in any new classroom task. In contrast, social

29
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psychology, if it hae one aingle important lesson, teaches that behavior is very

\

often aituational. The dramatic change in people 8 behavior from one task and

Sy

group composition to anothcr is a product of the differences in the social

situation, O )
Students of- amall groups‘geve tried to show that certain ‘people- have

"leadership abilities" and that these people will be "leaders" regardless of

v ald

the\task and. the composition of the group. Laboratory studies rail to show that

leadership is a cdnsistent characteristic of a p;;;on-rather, one person may

.~\

assume a leadership role\iﬁ\one\group but not in the next. The person who

emerges as leader among a group of status equals partly depends -on the nature
of the task (Carter, Haythorn, & Howell, 1965) Classroom teaclters often speak
of certain students as exhibiting 'leadership ability." These are often the
better students. In doing so, the teacher is making the same error as those

4

social psychologists who assumed that leadership existed Aacross a variety of

' social situations. It may well be true that a certa#n student acts out the

role of leader, but this may be a product of an informal prestige hierarchy in

\
s ~

the school’ yard or because the teacher is constantly calling upon this person

to play the role of” leader in. the classroom. Other students have the capacity

—— -

— \‘_‘N\\ .
to play the very same role, put the situation is never\structured to allow them

t

‘£ ‘ -((
to do so.

S

& . .
- This tendency of people to respond differently to new social situations
] . >

can be put to work by the instructor in designing groupwork. By restructuring
the social situation, oné can produce new and different and desirable behaviors.
/

The perennially quiet student may play a leadership role. The poor student

. /
who often avoids classroom work may become a highly active participant on an

academic group task. He/she may even on occasion serve as a group expert.
- ﬁ/ww -
r?

30
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Students will behave quite differently inydifferentygroups vhen the teacher

: modifies the compositidn of the group, thetnature of the task, the ideas

hﬁ about how one oughtvto behave in the groug“;etting, and the expectations
» un__for_cnmpetenne_nf_géﬁh.ggﬂbgr of the group. . ; )
‘ . ¢ , : The Labbratogx vs. fhe;Classroom . N
R . The typical laboratory group consists of people who do not know each A

_ other;’ they are often college students, all cf the same race, sex, and age.

N .There are some key differences between these laboratory groups and class-
S . room groups. There are also some key s larities which allow us to transfer
: . - v

and apply some of the knowledge gained ‘rom laboratory research to the tlass- -

-

i room. : . . : ‘. o : L
E ' £ . “
L Differences . _ .
‘ »+ '+ A classroom group is by no means a meeting of "gtatus equals.” L

< CIassmates are not typically all of one social status-there are girls and

¥a A}

boys. Sex constitutes one kind of a status characteristic, and in many social
situations men have a higher social status than women (for example, in the

v ‘ administration of schools and universtt&;s) Other kinds of social ‘status -

- N -
.-

difference within' a classroom are racial and ethnic differences. Cgrtain;/‘ '

P
~

*

racial and ethnic groups iniamerican society have historically been powerless "
~and have had far less than their fair share of the economic resources in the

society as a whole. At the present time_these groups can be said to have
”~

lSQer social 5tatus than White Anglos who control economic resources«aqéag

occupy more powerful positions., When we bring together people of different
' : ) ‘ 2 r
social status in a collective task, the stage is set .for a reenaction of the

pattern of high status domination of the society as a yhole. This holds

for both adults and schoolchildren.' Many studies show oatterns of unequal

« =
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-

participation ia mixed status -groups of schoolchildren and adults--petterns '1i~l,_ns'

.

of domination by high status group members (Strodtbeck, James, & Hawkins,

l957° Torrance, 1955; Cohen, 1972' Zander & Van Egmond, 1963).

-~

There.are other kinds of- status differences in classroom groups besides

those that are a‘refleetion.of status distinctions .made in society at large.

““There are'"objectiv differences between students in mastery of the topics o

in the curriculum. These differences are objectified in test scores), grades,

. . 1}

comments by the instructor on how well a’student ia doing, and in the i o~

dirficulty.of th&;taak a .teacher will assign a certain student. These )

RO 3

e differences in expertise are not private knowledge. Teachers make public

g KN -

evaluations, particuiarly duting recitation; grades are sifetimes posted.

A

The students themselves compare grades, test scores, .the speed with which

tasks are.completed, and the difficulty of the tasks or' text they have

been assigned. .o Gssss%a;§;$h:,;/,,a?~' S N

I have plach the word "objective" in quotationéharks in order to stress

that the defining of a classroom skill and what constitutes "expertise

Dl

.

~in that skill has many elements which/are a matter of social definition. :

N

These differénces in mastery of a skill are not all given in the nature
of the subject matter. For example, expertise in‘arithmetic as defimed'by°
S N >
classroom teachers often involves the speed with which a student completes
’

‘a serles of numeric examples on a test and does not take into account

"

whether Or not a student grasps the underlying concepts and can“aemonstrate
. transfer of understanding-to a more life-like problem solution. Thus the °* ’

- F-3

best arithmetic student-in the first classroom might not be the best in a

classroom which stresged the second;definition of being good in arithmetic.i

These "objective" distinctions éonstitute a relatively rational basis

oA R 5323
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e ? ~ L e . . . !
) ) for expert status in group\taaks which involve the very same skill on

1

o — . . ’

- thch a atudent has been defined aa\éxcellent. For example, if the instractor;
» \
A . sets a group task which ia ldentical with iqdi\Idual exercises and tests

A

‘the ltudents ha&b been axperiencing, then the student who 1s\seen as the mos

~ N ~

o " advanced in the relevant skills will be viewed as a high status expert\iq\
- . - . / " ;\\\,'

. the group. His or her opiniona will have more weight than those of other .. " _
group members who have not been evaluated as highly “in this subject. 'The

othar atudentl in the group may decide to let the "expe;t" do the whole
. 3 L
——a— - ‘ N . ” l

C ., . jjpb.

-
e -

i .

L]

Expert status which will affect 1nf1uence on.a task relevant to the

dimenaion on 'waich tha person is considered an expert is quite different’

/

from othe» kinds of academic,statua which hav;.;

ects even on tasks where

o do so. Some adademic status

no rational reason for thea
_differences'have the power to spread into new tasks which\have no relation-
ship to the initial dcadenic difference, For exqmgle; in oﬁ\.research,‘

we have ident;fied reaaing ability among elementary 3°h°2§/9t“‘1

,particularly powerful status characteristic. Not only will thos

reading (Rosenholtz,ﬁ1977);
Reading ability has this powerful effect, in all probability, because-
. - - ; T
reading is defined as,a central academic skill, and because it is made a

prerequisite fct_most academic tasks by the fifth or sixth gtaée. Those

who -are gooesteaders geﬁerally'receive better grades in many subjects than

. .

thbse who are poor.readers--partly because reading is a prerequisite for

successful completion of assignmenté in social studies, science, and even

i




-26- - ) Groups

4

ih word problems inldhthematics. . E

Children (and some, teachers) sée reading ability as an index of something

more general than a specific, relatively mechanical skill. Reading ability is

3

‘used as an index of how smartga grade\school student ‘is. Thus good readers
Iy

' develop a general expectation for intellectual competence over a wide range .
of,iasks, and poor readers develop general expectations for incompetence at |
that same range of tasks. Rank on reading ability is evidently public knowledge

in nmny elementary classrooms. In most 6f the classrooms we have studied

(

\the\:fudents are able to rank nrder each orher on reading ability with a-
high leveI\of agreement. Furthermore, the tea:hers"ranking is in agreement
with’ the ‘students’ ranking. This means that if you are the poor reader, your

classmates hold expectations~for your incompetence in addition to your own

I

low erpectations for competence. Likewise, they hold high expectations for
competence for those they" perceive as‘having high reading ability. These

L

students in turn expect to do well and know they are expected to .do so
(Rosenholtz & Wilson, 1980).

As the students grow older and reading skill is not so problematic, 4

general academic'ability ranking can aqt as a source of(status among.class-

mates. Some students are perceived as better at schoolwork or as. having

higher agademic ability. These students will also act as high status nembers ,
in a wide range of group tashs, including those that involve no academic .
--skills a. all (Hoffman & Cohen, 1972). N

In review, a major,dirference Ectween classroom groups and most labora-
tory groups is that classroom groups are often mixed status groups. There -

are status differences based on societal distinctions such ke sek, race, and

social class. There are differences in expert status which are of specific

Y

S T '
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e . relevance to the task assigned by the teacher, and there are academic status,

- -

characteristice such as reading ability and academic ability which can

~ .

SN 3eneralize to irrelevant tasks. N. . Coe
” ‘ In eddition to people who dominate groups because they ‘are nigh status,

there are bther people who dominate groups because they are socially powerful.
¥ -Beceule claeorooms are ongoing social systeme in comparison to one-shot"

%

:}ag . . leboretory study groups, there is etill a further relevant~differewbe.
fv There is a world of informal social relatlons among classmates, particularly
in the settiogs vwhere oeqberehip is stable over time and vhere most people
in,the school knog each other. During the‘many intercﬁhnges outside and inside
the clsssroom, soﬁe students‘come to’be’ﬁidely-in;loential. In‘classrooms . .
? where eocial power has been etudied, certain children are identified with .

great regulerity as one of the three stidents who are "most able to get you . ﬁ"ﬁ

. to dq things" br alternatively .as one of the three who~are«'least able to

+

A get you to do things." As in this research literature, I will refer to this

Techniques of social poGer among children are not always physical

coercion. Amonz boys social power is often correlated with athletic skill.

Several studies have revealed that among girls it is correlated with

S ability to influence others as social power. , ' ’ : i 1
attractiveness andtbeing%good at schoolwork. Powerful children‘or adults ﬁ

can appeal to others by making them feel very good 1if they conform to his/ |

her values and very:guilty if thej refuse to conform. This is the hallmark

35
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. sl . ’ . )
in adult groups. Certain individuals may be seen as attractive and influential . l
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on .the campus or in the organizational setting outside the classroom. These

v ‘

.individuals have rhe.same power to influence others in a group task assigned .

s

) :by the teacher as they do in the organization at large. . "

“ Similarities o

T ‘ . ‘Classroom groups and iabor;tory groupo'do haue szme important similarities.
: ‘4l;%ﬂ We have défiged grouﬁnork“as a pollective taek, wherefindiyiduals need

each other in order to attain the group’goal. In most\small group laboratory

-\\'}' _.. Y

in carrying out that task.

N

. conrribu;ions to a joint product. This produces a siruatipnmwhere tiembers
S _ . 1
are forced to evaluate each other's ideas or contributions. Their group

. product is only as good as the ideas and contributions that go into it.
Assuming that a group member is invcl@ed and anxious for the group to do

a good job, that group-member will be very concerned with.the competence

of every other member who makes a contribution to the finel product. This has

powerful effects on people's behavior as they s:ruggie to evaluate and are
2 R v d . N .
evaluated. Some of the side effects are not particularly desirable in an

educational setting, and much that we have to advise is in the way of softening
some aspects of this rugged inrerpersonal 2rocess.

— Anorher key similarity is the prgsence of an authority figure who

makes a clear delegation of a task to the group anu is in a posirion to

" evaluate the individuel's performance and/or the group product. In the




classroom case it is eas§ to jdentify this authority figure as the teacher._
N
Jn the lsboratorf, we, do not often think of the host experimenter a8, an

{

authority figufe operating@in the organizational context of the university
where the experiment is run, but that is the way most experimental subjectr/\\

regard him or her. 5hst like students in claxsrooms, subjects in experiments

‘e

are very concerned with the evaluation the host experimenter might make of.

’

them or their group. They are, just 1like students, dependent on the clarity

of instrictions for the success at their task. _Furthermore, they are usually

paid for their time and feel constrained to do a go¥d job on the task for
which they have been hired.— Students in ciasgroom groups are not paid, but

they are concerned with the teacher's evaltation and if it is made clear to

~ * s I

them that responsibility for success of the group task rests on tneir shoulders,

they will undertake responsibility to carry out the task in*a serious and

~ s

mature fashion, even when quite young in years.

. .

A teacher who is suctessful in groupyork-mu;t Pe dbare of his/her roie—
as an anthority figure. He[sne must make a clear and exniicit deleéatio% Qf
responsibility and -authority to each workgroup. The dtudents should also
be clear on the criteria Lor formal evalnatij; of performance and who has the
right to apply these criteris. =

Status Generalization’ ‘A Self-fulfiiling'grgphecy

I have discussed a number of problems with groupwork. The central problem
has been identified as the unwanted domination of groups by a person who does
not necessarily have the best ideas, but whq’doninates by ‘virtue of.spcial
orxacademic status. ’ Also undesirable in this situation is the‘member of the
group q::isays practically nothing and who emerges from the ‘situation *

4 -
feeling Nke they have been incompetent on the group task.

1 4 ~ [
v & \, )

-
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Before going on to give some brinciﬁles for treatment of ehe'proﬁlen,

*
—

it 18 essential to understand how this process operates. jast what happens
’ ' . ‘ S ’
to allow a person who is high on'reading ability or a White person to

<~ T e “ . -' .
become the most influential person on a task which has mothing to do with .

reading or race? Many explanations are possible.‘ I have found that the

-

explanation offered by’Expecxation States Theory is enormously useful as 42
8 basis -for developing ways of\intervening and preventing uqdestxed domination
by high status members of classroom groups. This is a body of theory developed
by sociologists and'tested in laboratory and field settings. 'fhe theory

is set out in rigorous and logical form parte of it have even heen thematized.

(For a general réview of these findings, see Webster &\hriskell 1978.)

**  'When the instructor~brings together a group in the classroom,which is

I

mixed in perceived academic status on a collective ‘task, the stege is set

-

for process™of status,generelizatiodt JAccording to the theory{ the scenario*

proceeds as follows: If the task is pne:which does not resemble any of the

rggular school subjects, no one Will be seen as having initial expert statns.'

e group has no really rational basis for expecting one person to be much

morejcomyetent.at this particular task. However, the initial status differences

. in the group become the basis for people to decide yho will be the most —

-~

competent ~and the least competent at the new task. "The collective nature of

the task forces the group members -to make evaluation of each other's competence.

Attached to status characteristics such as reading ability are expectations
< .

Y
-

for'competence and incoipetence at a wide variety'of tasks. These expectations,
ofteh unconscious and always invisible, become activated in the new situation.
" They then become relevant to the new collective task eve7/though there is no

rational reason for this to be the case. Finally, they/become the basis for

L]
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assignment of expected competence jon the new task. K
* -: . . s . .

Once the three'hypothetic;& steps have taken place--activation,
Televance, and gssignment—-tﬁe stége is set for the familiar pattern of

¢ ] hd '
~//’//i%:g Eggavigr described earlier jin this, chapter. The students with high status ﬂ
’ |

expecé to be and are expected by'thers to be more competent on th® group-

work assignment. They start by talking more. The low status students expect
* Ve . “ . . . :
to be and are expected to be less éompetent. They start by doing more listening
;

and less, talking. The net result of this process is a prestige and power

b;éer in the small group which is like the initial status:order in reading - -

.

ability or other status ranking on which the group differs. This process
— o N . 1 ' .
can be‘described as a self-fulfi}ling'prophecy whereby initial differences,

in expectations for coﬁpetence turn out to be obsepvabie differences in

-~

. participation and influence. . B ( .

. !’“ There is evidence to the effect' that groups taken right‘out of ongoing .

clasgrooms function just as the theory describes. For example, Rosenholtz «
hdd fourth gradérs rank each other on how good éhe} wéfe at reading.. Then-

she cod%osed four~person groups of classmq;es who were all the same sex and

-

race, but differed on perceived féadigg ability. She had some groups with
« & ’

3 14
) ® d

. S, <
mixed high and“;edium reading ability aud some gsfups with mixed medium™and
R A
\
low ability. She asked them to play a game called "Shoot the Moon," which
has functionéd as.a measure of status effects in much of the research on

the application of Expectation States Theory to élassrooms. Th{s game requires

no school-like skills. However, it does mec: the requirements of the theory

. ’ that it be a collective task. Thg\éfggg;gpst make repeated decisions as to . '

t]

which way to proceed*on a game board. When the group has decided.which -
. ~ ) R

way to go, the host experimenter rolls a die which determines how man§ spaces N

» &

gl}l{jk:“ . i J é?é) X . o
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the playing piece éffi advance. The total score of the”group depgnés ons
) adaing tps the values printed the space where the playing piece lands.

. The group must reach ‘the moon in 14 turns or less and is directed to attain

. 3

the highest score possible. Even the addition is done by the experimenter.
On aptask like, this, Rosenholtz founéiéha: the high redders were more active

. o .
and influential than the medium readers.- And in the other set of, groups the

- ; R .
LT medium readers were more, active than the iows. Furthermore, these results

held for the female groups as well ag the male groupé kRosenholtz, 1§305.
Similar results were found earlier by -Hpffman, who composed groups

from a 3unior'high 39Q9ollspcial studies classroop. Hoffman had the students

rank each other on how good they were at schoolwork. [is task was inéroducgd

to the students as a "game" that was being developed for non-school purposes.
. “ .
" Yet, his results were just like thoée of Rosenholtz. The effect of academic
‘status generalized into the new task where no academic skills were called

for \Hoffman & Cohen, 1972). \ -

The significance fqﬁ teachers of these two studies is that even if, -
-in an effort to Make groupwork a great success, the teacher chooses a

gaze-like task which requires no schodl-related skills, it will not prevent
n

- .

the phenoménon of status generalization from taking place. The high' readers-
wlll assume they will be the most competent‘ﬁt this new task as well. R

" Classrooms have Buch complicatéd social structures from the point of

~
. -, - ~
s

view of status and power relationships that examinition of what happens in
small groups can simultaneously reflect more thanm one of these status and power
" factors. For example; a clasgic study of third graders by Zander and

Van Egmond formed groups of classmates and had them do such problem-solving

tasks as coming to agreement on the number of beans in a bottle. Analysig

-
.

40
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" of the data revealed that there were at least three variables which’ dicted

who would make successful attempts to influence the group. Those children
) . . .

who were higher in IQ temded to be more influential. Those children’who were

I »

named as socially powerful by their classmates were more influential in the
¢

small groups, and boys were so much more influentlal than girls that even

“ «

girls who were named as socially powerful were less active and influential .
ht 0

than low power boys. These results can be seen as the simultaneous operation

of academic status, sex as a status characteristic, and the informal power

v

-.\

and- influence which - develops between classmates. These forces are all

.

operating during the innocent classroom task of coming to concepsus on the
" <4 N N

~

number of beans in a_bottle~-a réther-srlly ‘task where none of these status
and power variables have anything much .to do with competence ffom a rational
perspective. _l : e .

e 1

The Wotking Concepts

« In bringing this theoretical chapter to a close, I want to review .

“

briefly the major concepts which can, be used to create solutions to the

-

problems described. The first major concept to remember is the idea of
¢

the collective task where students are forced into an interdependent

relationship in otder to accomplish\the goal set by the teacher. This is

1

the key condition which sets the stage for the opetation of the self-fulfilling

.

‘prophecy we have described above. ) ) o ‘o -

' .o . -

The second nelor<cgncépt is that of E?glugt;gnl__lnterdependencerﬁogee

x . N . . \
people to make evaluations of each other's competence at the task. If there

. ——

is no expert in the group nho is known\to excel at this particular task, the

. e
~

members will make use of other status informatioh to organize their evaluations

}

for competence. Students in classrooms are constantly making evaluations of

- A . */
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each other. Furthermore, students care a great deal about their classmates'

¢ -

evaluations of their competence. ) i
-~ - Evaluation takes on an added dimension because grouwpwork is set in
an organizational context. People in the_organization, such as the teacher,
" have the right and duty to make formal evaluations of the.student. This issue

of formal evaluation also affects the operation of people in groupwork. Even
N . » s ) . . . .
_vhile students are working in groups, they 11 be very conferned with the

~

\

¥ teacher's evalyation of their contribution to the group and‘the teacher's \5 ‘.
- ¢

X evaluation of the group product.. Thus ‘the instructor must chink carefully. .
about interpersonal evaluation in the group and ab?ut the formal criteria for °-

evaluation of achievemenr in the context of the group. ﬁhe whole.issue of

what happens to evaluation of the teacher in the context of groupwork is “

-

&« LEEEN

v «qqite critical and can never'be,ignored in planning groupworh, , -
é:i Students

The third major .concept is that of expectations for compe ten

[}

form expectations for competence for specific academic tasks,on the basis of

- - their past experlence with these ¢ tasks and the evaluations they have received

What is not often pointed out is that student expectations for competence

- ¢

are a function of evaluations they receive from.classmates as well as from

—~ N

only to a strictly relevant task._, We have called these differenges in compe—

' .

tence, expert status. Other expectations for competence, such as those based

on reading_ahility_ox;academic_ability—are—capabié’"f’EEneraIizing to a wide

' b
. range of classroom tasks.” These are termed status characteristics and the
¢

- L
{ the teacher. Some of these expectations for competence are, specific and Apply

. *

process is called status genecralization.

*  We Lrve introduced three major bases of differentiation between class-

?

mates: They Ray come from different social status groups; they hold different
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rankings on an academic status charactefistic; and they develop informal

©

relations of power and influence over each other. When a teacher assigns a

o L)

- ea . ’-b
groupwork taskz she/he ignores these"differences between students at his

v

or her own peril.” They are each”quite capable of preventing the achievement

of the primary objective of groupwork.

Y

In the next chapters I take advantage of the general social psychological

principle that behavior is often situationai. By changing the social sityation

in whiqh the groupwork task takes place, the teacher gan avoid undeéiréile

(3

domination and non-participation by members of the' groups.: Thé congeéts

[

provided in this chabtei are the working tools used to design these interven-

'tiqﬁs. Furthermore, these concepts provide the tools for the instructor to
~ ° )

analyze what is iikely to happen given a groupwork assignment in a particul%%
class. ‘

~
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Chapter V

" Treating Expectations

; .
. ’

&

Suppose that you have decided thatﬁyoﬂ cannot avoid a truly inter-
dependent task. You want the students to have the intellectual experience
SN :
of doing a group paper or a group research project or making a group

presentation. You want them to' have the experience of creative problem

{6*solving as a group. Or aiternatively, you may.want °to design a situation
in which students of low academic status have an opportunity to be evaluated M
- more favorabiy by classmates and themselves-in other"ords, you may wanirto
treat expectations forkcompetence in those students who show you that they’
. have low general expectations for snccess in the‘classroom.
" . ‘ Perhaps yonr objective is to achieve interracial cooperation in a )

desegrega;ed situation, or finally you may want to teach students how to

7 -

* work in groups so,that you will be able to set group tasks throughout .the

N

year and so that they will have these important skills as adults. For any of

these objectives, one must deal with the problems of differential expectations,

for competence in the group described in Chapter III.

- A
. L4

" MAKING A LOW STATUS STUDENT GROUP EXPERT

;if your goal is-to change low expectations for competence, then an
A S o ) ‘ » ,
obvious possibility'is to design a situation where the stugent who is expected

[ T—e—— L }
to be incompetent will actually be so competent as tol be ab1e to function as

. an‘expert‘with—another—student—or—a—group—uf-stuﬁents-——The—simpiest*a

probabﬂy safest way to do this is to locate a task where the student is already,
actually an expert. An example might be a Spanish-speaking child who could

.

each classmates a’song ok z poem in Spanish. Even this fairly obvious

* strategy requires very careful analysis. Do not assnggbthat because a student

LY
+

- N

| | 44
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::‘ﬂ ] 4 can speak in Spanish that he knows how to teach something in Spanish: He/she
?;e will need to be carefully prepared for the”teaching,;qle. Secondly, this is

é kind of expertise which Hispanic students are’ expected to have--as a

.

~-

cultural or racial stereotype. It is unlikely that this experience willy’t\

alter expectations for competence on other kinds of tasks, because the situation

in which the child functions as expert is viewed in a narrow stereotypical
¥ashion. It is similar to a situation in which females are expert in cooking

or blacks expert at basketball. Despite these limitations, this narrov version’
e L L
of ejpértise has some merit if it gives the low status child a chance .to .

- -function in the leadership role of a teacher. Unless‘;he teacher points out

.; \\ that teaching the group itself, constitutes a special kind of expertise and
¢ ‘ s . \
. : represents competence in an-important skill the group will never notice '

that "teaching the song" is a different skill from "singing the song.

There are areas of strength for_each student that can be employed
P

in setting up groups with resident experts-areas of strength which are not

stereotypical. I have seen classrooms with a list of all students _names,

i;each listed, as an expert of some sort. This simple technique can provide a

3

workablemgroup as long as the members%actually believe that the student is

~

s "* an expert and the student is actually competent. i . «"

e -

D ' We have _carried out many experiments where expectations were treated by
having the low status person exhibit .a high level of competence in the role
of teacher of a high status student.. This method of treatment is called

-

Expectation Training. Theoretically, if one is successful in producing

. favorable evaluations of the student's competence, that is, he makes favorable

4 . . - »
. evaluations oflhimself’and the high status students make favorable evaluations

of him--then new favorable évaluations‘combine with old negative ones based
on the status characteristic. The result is an improved participation and

»

r/ . N

F‘. | | ' . . | -
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influence rate in any new collective task that is introducéa Tasks for N

Expectation Training are not cufturallysqpecific or stereotyped for any -
group., We have used tasks like teaching somethfng about the Malsy language

<

-and culture, teaching how to build a two transistor radio, or. teaching how to v

solve a plastic Chinése puzzle.,

. N .
/

These labaratory studies have c9nsistently shown in American and . .

n.m M

other cultural settings that Expectation Training can increase the parti-

cipation and infiuence of children with 1ow'social status so that the result

~in

is a pattern of efjual status behaViOt (Cohen & Roper, 1972 Cook, 1974; Cohen

& Snsran, 1980) .In a group which shows ‘equal status behavior; you cannot' . e

tell 'who will be the most active and,influential by a person s race, social i
. Elass or academic status. Sometimes it is the high status member and some- .
. times it is the low status\qember. : o ‘ i
lhe laboratory éfugies of, Expectation Training were all with.children 'x

v

¢

’__ who knew nothing aboutqeach other but the fact they were from different
social*status backgrounds. In an ihterracial summer school study, we were

v able to show thst if Expectation Training were used the first week, it was

L3

possible to maintain equal status behavior for six weeks. At the end of the
\
8ix week summer program, the Black ch‘ldren were as active and influential,

iY not more ac@ive and influentiaL than the White childreh on collective

o ) , '

tasks (Cohen, Lockheed &‘Lohman, l976) In this summer school setting ‘the
v

curriculum did not requﬁnaconventional school skills as a prerequisite to

] <

success on tasks in the curriculuma For example, one part-of the curriculum

taught- movie-making~w~Ghildren worked-in- small —~groups- rotating—roles as R
camera person, director, actdr, etc. All of this took place after the Black
children had functioned as “teachers ‘of the White children on a series of

academic" and -non-academic tasks. For this purpose the Black children came .
L é . . -
to the summer school a week early*for special training id their rgle as R

teachers [{Cohen, Loekheed .& Lohman, l976)

[

- . <
»

-
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Over the years of this research I have leatned chat there are some

~ -

cautions that should be ekercised in this‘particular treatment. It should
never be undertaken 1ight1y and not at all if the teacher does¥not have the

resources (aides, older students, volunteers) to spend time with each low
)

" status child who will function in the role of teacher. The danger:is as “
<, follows: If you allow the low status child to function in the. role of teacher
. and to fail in that role, you will have knowingly exposed that student to

~another overwhelming negative evaluation. This must not be allowed £o happgn:

i

__One of the most difficult things to achieve in this ‘kind of a treatment

~ 4 .

~

e is to convince the low status person of his/her own competence:‘ You may .

h Y

observe that the student can both carry -out the task and teachk the task with

. > - - N 1
considerable aplomb and skill. But you would be surprised to realize that

student§ _may-still make a very low evaluation of their skill. The experiments .
on Expectation Training used video equipment to tape the skilled behavior of

. the low status student and to play it back to both low and the high status®

\

[y

students, pointing out gpecifically" where he/she wasexplaining things so

<

e wella speaking up,_and-acting so_ self_confidently. In the classroog situation, .

> ~ _ some way must be found for the'adult to point out and reinforce the clearly .

demonstrated skills of the low status student so that neither he or anyone

.o
:

= ———glge in the group can miss them. (A tape recorder might be employed )

Obviously, the student must’ bc so well prepared that this is genuine praise--

-

never, never lie about such matters!

& N s

Eapectation Training is a extraordinarily powerful treatment. The low.

=9

status student not only displays impressive competence,‘but is in a powerful
position to direct the behavior of the high status student as does every

teacher-—a rare opportunity for this student in most classrooms. Even though,

-~ -

the low gtatus student may teach a new non-academic task such as a Chinese

- -
. - -

puzzle, the favorable evaluations of the student as competent in the task

and as a skilled teacher will transfer to a wide variety of tasks involving
Q - 2 . - N B 4

N B T T
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other intellectual skills. Hovever, it is not the most practical treatment

-

Teachers often do not have the time to prepare

for the classroom settings

" students for their role as teacher so that they are absolutely sure the

' \«

child will not-fail. Even if an aide is assigned this task, the aide will
need to be-catefully trained so that each child reaches some\specifie
criterion level of'conpetence before any demonstration of teaching skills
takes place. ' . - '

Another important probl.em may come up’ in‘having the alde do the

If the teacher telongs to a high social status ethnic ‘or racial

group . and the aide belongs to the same minority group as do the low status

~

‘students, then one may unwittingly undo the effects of Expectation Training.

‘ Experimental results have shown.that Expectation Training will not produce

the desired effects in settings where the adults mirror the status order of

the outside soclety, i.e., the Anglo teacher is the "boss" and the‘Hispanic

aide clearé? functions as. a subordinate. .Unless .the aide and the teacher
N
model equal status behavior for the children, the low status child is likely

-to think that it is illegitimate in a desegregated gsetting to speak up and

N

tell high status children what té do (Robbins, l97?). Thus, even after =~ ,
' ) R ‘o ]
Expectation Training, the children of high-'social and academic status will -

still dominate.

There are added complications in the claﬁsroom setting.. One cannot

- sa \

expect the effects of Expectation Training to.spread to specific academic °

collective tasks where some students have been publicly evaluated as "expert'

by receiving the best grades. As explained in the previous chapter, the group

will expect that the-person who has received praise for a task like the one

<

they are about to ,do and ‘'who has received the best marks in that subject will

be the most competent. In order to avoid the student assumpticn
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- -

' « that any task in social‘sthdies will be best performed by the best reader .

and/or the person who gets "A's! on the social studies' tests, special steps

must be taken to redefine the skills involved in the new collective task.

.
|
|

But that is taking me.on to the next strategy‘tDefining Multiple Abilities.

This is the strategy'which has proved most practical and applicable in class-

- »” ‘e N " .
room situations. The use of groupwork is at tﬁe core of this strategy.

-4

-~ . DEFINING .HUL‘I‘II’LE ABILILITIES

Let us return to the basic model of how expectations for competence
‘4

become activated énd relevant to new tasks set’ by tﬁe teacher. We have said

that people will pick-specific re1evant competences as the first and preferred
6
basis for decidins how competent they and other people will be at the new

task. If there is no clear - competence that 1s relevant (such as skill in
. - b,
. drawing for an art task), then they will use social and academic status

[ - .

. information to decide who will be most competent. ow suppose the teacher

intervenes by saying that there are many different skills that are involved

»

in the new task.' The teacher names those skills and shows why they are

* ! relevant to 'the new task. The teac pecifipally explains that "No one &
-5 . person is going to be good at all ‘these e skills; everyone is going “to be good

at at least‘one."

This soumds simple; it is actually a profound alteration in ,//) _‘

.rw- -

the social situation because it alters expectations for competence at the aew

> task. The participants accept the proposition that many different abilities -

are relevant to the néw task, and that different students will be good at
T !

c 7 "different aspects of the n§? task —--they will conclude that academic status

i not ‘the only basis for competence on, the new task. The stage is set for

‘" students who may haye low acddemic status to 'form favorable evaluations of

themselvea and'fog peers to form favorable evaluations of the low status

student's contqfﬁution on at least some aspepts of the new task. Once this

S 7 R
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favorable'evaldation has formed, on many new collective tasks,the low status
- L3 0
students will be much more active ‘and influential than if they had not had

Y -

this- experience. lnstead of a uniform set of low expectations for competence

2

there are now a set of mixed expectations for the low status student--some

favorhble and some. unfavorable. The net result is a real improvement in tHeir

A\

position relative to that of the higzher status student. .- ° )

Research Evidence : . &

H

This intervention in the process of status generalization was originally

developed by J. Stulac in a\laboratbry study of children selected on the

-

‘basis of havihg high and’average est&mifes of their own read g3 ability.
. > . . X 7
Although they did not come from the same school Stulac devised a way to inform

them of .their relative scoxe on reading: .She then introduced a creative
N - 7
problem solving task often used in’ classrooms, called "Lést on the Mbon"

-

(Hall, 1971). Tris task rizuires the group to imagine that'they have erash

landed cn the moon. There re only 13 objects which have blen salvaged from

Y

the wreck. The group must come o’ ‘concensus un the rank order of importance'

of these 13 obJects for their survival 28 a group They aco told that experts

o't

from NASA have rank ordered che°e objects in the best possible way. Bafcre

the experimental groups tad the chance to discuss this task Stulac informed

~

them that many different abilities were ‘important to a good group solution.
These included "listening carefully to what other people have to say,"

"thinking of new and origlnal uses for obJects, "getting the group to move

forward on their task," e etc. She said that no one person would be good at all

these abilitities, but that each person would be good at at least one. Further-’

-

more, she said that reading had no relevance to this particular task since
all the objects were pictured on cavds for the students. She then had the
four person groups made up of two Higher Readers and two Average'Readers

discuss ‘and reach concensus on the rank order of the 13 objects. After they

.

H

>

g
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: ’

*had finished'she presented them with a new and different c01122?!va\£35k.

This was the standard gafie task described in Chapter,III, called Shoot-the-

'MOOn.whicﬁ;has been used throughout thé p;oéram of*status résearhhﬂ On the
Shoot-the-Moon game, the four-person group must Q@ke repeated .decisions.
. ]

3

Unless something is done to interfere with the prdééss, one may expect

readers of higher perceived aBiliiy to doiinate, Stp¥ac's results showed
that the Average Readers were significantly more active and influential> on ‘thé

« -

new coiiectivq,taék'if they experience& "Lost on the Moon"' defined'as requiring
mult tiple abilities than if tﬁéy were in the control group. where‘they simply
discussed the "Lost on the Moon"" task without any definition of the abilities
involved (Stulac, 1975). Stnlac demonstrated ghat one can effectively inter-

fere with status generalization by defining mulfipLg abilities as relevant

to a taskl théreﬁy’preveﬁting students from assuming that only acddemic or
o g .

social status will be.a relevant basis for'predictioﬁs of competence. Once

»
L

this has occurred, mqre favorable eQaluations for low status students will

affect their behavior on subsequent tasks. ’ Jg

S ——
1 Y .,

Rosenholtz carried this treatment into classrooms.\ In a school with

children of a ﬁiﬁé‘éﬁéfﬁffclass range* (all Anglc white children), she brought
" a one-week version of this treatment called- the Multiple Ability Ciyrriculum.
The Multiplg’Ability bufriculum went much further than Stulac's tpeatment. It
lastedayhole week fo; an hour peé day ‘and was carried out on fourth grad;

childxen who had known each other for some time and who had many opportunities

to make evaluations of each other on reading ability.

hd Her—p;elimina;y—scudy_shoued_that,in~xhis~xathex_traditi§nal_srﬁnh1

-

which emphasized ability srouping and competition, the students showed a higﬁ ’

degrée of agreement on their ranking of each other on readiné ability. In

L Note that Stulac also defined reading as i;relevant to Lost on’ the Moon. This-

additional step is not always desirable if*a classroom setting. Rosenholtz later
showed that a multiple ability treatment will be effective even when nothing is
said about the relevance of reading to the collective task (1977)

t . . -
, e 81 )
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- untreated four person groups of mixed readi{ng status, High Readers were '

. extrémely dominant.. It was often the case that both the readers with higher
\ 0 o

relative reading status wére more active and influentialtxhan both the readers
with the lower status. This is the study,described in Chapter ITI.
- The Multiple-Ability Curriculum offered a whole series of tasks as'
]/2‘ representative of three different abilities. The curriculum1made explicit
.

an important general 1esson. There are many human abilities children and .
" adults use in solving problems in life. The three abilities Rosenholtz tﬁg____45;/j’€f
selected as examples were Visual Thinking, Reasoning, and Intuitive Think

In ‘each case, she showed .a film strip of how peogle use each of these

el

intellectual abilities to solve: problenﬁrtLEollowing the presentation of

each film strip, children were assigned*%o~heterogeneous groups. They w

told that they were about to carry out a task which used the abilit&

1S

~
’ .

discussion. .t

One adult sat with each group to explain the games ‘and to make sure —

-

that each student had a satisfactory to, successful experlence.’ These tasks.

were carefully engineered so that se;f-Fulfilling prophecies could not take' .

~

¢ place while the Low Readers were gaining more favorab}e evaluations of their =

.
A

compecence. One way this was done was§to require students to guess the answer
v 6
to the problem only when it was their turn.

. *
- 4
~ .

"Guess My Rule" was one such tésk.described‘as an examplc of Reasoning

e

Ability.  Materials included a circle of yarn placed in the middie of the
. m- . o . »
.. ., table, a stack of cards with small and large circles, squares and diamonds .

uei_green_and_red,_zuuLJa_stack—ofﬁrule—cards—each—containing—a—rule——~
telling which symbols belonged inside the yarm circle. "All fqur-sided objects".

or"All shapes small and green" were two such rule catds, these ‘cards were ,
L] » ¢

'written partiaily in picture symbols. One student held the rule card so others

.ébu1d~noc see it. The students then took turns in putting shapes inside the

. v,
> hd
14
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circle, asking "Does this fit the rule?" After receiving a "¥es" "No" answer

frongfhe rule cardjholder, that person was entitled to one guess, as to the rule. ™’
a2
As the game progresied, the collection of symbols fitting the rule and left inside

"

, the yarn circle yielded more and more clues as to the rule. After someone had

guessed the rule correctly, the next person arcund the table became the "Rule

; Card Holder,” a position/of/poner. Thus, it was impossible for one child to - 0.

—

dominate this game and for another child to be left out. The logic required was -

challenging; and teachers were often quite surprised to find that students who are not

L good readers have excellen powers of logical deduction.

a2

Another way-of preventing self-fulfilling prophecies Rosenholtz used
requiredAeach person to ma e:a contribution before the group product was created.
Pne task of this type was part oj_the Visual Thinking seriesf Each child held
a ﬁ" *1"x1" block of wood. On each long flat surface was glued 1/5 of a Snoopy

picture. The children éould not show each other their piece. The adult held one

L4

-

of ‘the blocks and started by describing her part of the picture on one side of

.« -

the block. .This gave the group the cue as to which side of their block belonged

’ L
, JAn the picture. They each, in turn, described their block until it became clear
. whose block belonged where in the picture. When they thought they had it figured

‘ v

\ out, each member would put down a block in place and a picture appeared, all

L : assembled. These Rosenholtz tasks are all thoroughly challenging; adult groups

- .

- ‘ have a good deal of difficulty with them because'they are not as willing to make

, .
* guesses as. children are. .. . .

-
* ~

This curriculum went on for one hour each day for a week. Groups were

PO recomposed with new memhers after ‘each task so that a wide variety of classmates -
z

worked together. Pollowing this experience, the effect of the curriculum was

-~ LY

megasured in two ways. In order to see if new, more favorable evaluations had

-

developed for Low Readers, each student rated their own ability at Reasoning,

Visual Thinking and Intuitive Thinking. Results showed very few negative

| - .
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«self-evaluations; the range was from "average' to "superior.""The self-ratings
of High Readers on the‘new'anilities were no higher than those of the Low Reeders.~

The second méasurement of effect was the standard game of Shoot-the-Moon.
In the results, the'ﬁow Readers who had experienced the curriculum were signif-
icantly more aétive and infihentia} on the new task thnn those Low Readers who
were studieé in untreated clessrooms. Behavior was not really equél status in
these gronps in that there was still a tendency for High Readers to be more

LY

active and influential. But the advantage of the High Readers was greatly reduced

>

by treatment (1980).

Application of Multi-Ability Treatments

$

It is neither &iffitult ror expensive for the instructor to d:iine a
' colleebive instructio;nl -task as "Multi-ability." It does, however, require
a rethinking of the skills and abilities necessary for the task given to groups.
There is no Ycorrect 1list" of human abilities; it.is a problem of analysis
and a new way of thinking about human competence. If the teacher really believes

that students can be arranged on a single dimension, running from "intelligent"

to "unintelligent" and that a student' 8 sk £1¢Sin conventional academic subjects

R
like reading and writing are an adequate index of how intelligent he or she

. is--then it will be very difficult to carry out a multi-ability treatment. If,
- hdwever, tﬁe instructor takes a fresh look at intellectual abilities as they are
used in solving challenging mental problems in adult life rather than in con-

ventional classrooms, it becomes much easier to see that one can'pull out

distinctive new: talents. For example, a science task in the schoolroom may seem

-

- £0- be~nothing-other'than comprehension of a textbook chapter, but an actual
collective science task in the adult world of work involves reasqning, creativggaf//
mechanical inventiveness, precision, patience, keen observation etcﬂ—-all in

addition to conventionijyskills of reading and writing.

-

ol
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As soon as the teacher realizes that it is a matter of how one defines .

the situation, many common classroom tasks can be analyzed in this fashion.

™ . <, -

-

The studénts\themselves are quite capable of learning to pick out the multiple -

-

abilities involved in a task, oncefshey are given the idea by the instructor. .J

. .
" With the caution in mind that my examples are not to be taken as the §

- t ‘

_ preferred list of human abilities and skills, let me give a few more suggestigps. >

N ' T W

the motives of a main character; relevant abilities might include understanding - '

3

|

s . |

% A teacher of English litergture might easily define a group task of interpreting ‘
. |
|

|

' why people. behave the way they do, going over the text with great care‘ to glean
. e

4

additional clues; and finding a good way to phrase the group's answer. Manip-
ulative science tasks are .easily seen as requiring multiple abilities such'as
keen. observation, precise msnipulation’ careful data recording, hypothesizing
‘causes and effects, and writing up the report clearly and concisely. In social
'studiesipany assignments lend themselves to a’multiple ability definition because .
they involve so many visuai/ interpretiveﬁand arfistic akills. SR ‘v

: ' With younger children; it is often possibIe to provide multiple ways for

e

working through the prob1e£-~drawing a picture ‘of how something works is as good

if nov a better way of communicating an answer than a written verbal description.
With,older students working on research papers, there are so manv analytic,
library, writing and editing skills that are reievant, that it should be quite
easy for the instructor to spell out a long list. ‘

Even  tennis instruction can be defined as involving multiple abilities. A |
tennis instructor, of my acquaintance, dho wanted to avoid beginning students’
withdrawal from the class because they felt they were ''no“good at the sport,"
redefined the abtilities necessary for the game. He used groupwork,with each
group working a different subskill which he carefull/ defined as a separate

aspect ésuch as "serving," "placing yourself on the court to receive the ball,"

"us@ of backhand," etc. When the group had every member up to criterion on

" o ' -
[
RIC- : 55
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v

the practice drill of the new skill, tﬁ%y proceeded to teach other groups the
skill they had mastered. Attendance at the tennis class was greatly improved
by this multiple ability appliecation of groupwork.

=}

, ., Implied in' the above' examples is a selection.of a group task on which it

is'bossible to &isplay different abilities;

~ N - -
« Care must be takem in constructing a multiple ability task for groupwork.

. It should be one which the teacher seesz as actually. involving different abilities

ahd‘gkiils. If she/he chooses-a tgsk requiring every member of the group to read

materials and to carry out some ope;atlod before participating in the group--then

\
s .

the student who is a poor reader may be so handicapped that he/shé will never

¥

perform successfully in this task. If, in contrast, the teaciner defines reading

the materials as only one‘incideqtal~s;ep in task completion and makes:it clear

Y

that it is perfectly acceptable for one person to read the materials and explain

them to the others, then the poor readers will be able to éake‘some s%tisfactory'
contribution on one of the other ‘skills in the task.
In introducing tasks,‘'it is essential to take the time to spell out

3

abilities. Although it may sekem awkward, it 'is very effective to use Stulac's

_ wording, "Everyone will be good on at leastone of these abilities. No one will

be good at all of them.”" Students themselves quickly adapt to this way of

breaking up their own thinking about human ''smartness.”

Short-term vs. Long-term Treatmept’

Ly
’

If you rant to achieve active participation and to avoid having behavior

solely deéermined by status differences within the group for a parficular learning
s -

task, this way of defining the situation may be all that is necessary along witt&k

£

careful choice of group task. Examples of such short-teru treatment might be the

introduction of a science curriculum involving laboratory work or learning centers,

' 80
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X

teaching'computer skills, a psychology.elass in high school, a speech class in
colle ge; or an adult education class in some specific set of skills.

If the purpose of the groupwork is simp.y to achieve active learning on

a particular curricular ta§k, then the techniques just described will be useful. '

1

If, however, the purpose of groupwork is a long~term improvement of low general

>

expectations for competence held by students in a classroom, thea much more -

.

fundamental changes in' instruction will be necessary. The distinction is one

"between equalizing expectations for competence on a particular task-vs. improved

Ry

expectations for competence and more active learning behavior over a wide range of -

.. ¢

subjects and tasks, If you are only teaching a class for sgingle purpose, then :* .,

you need only worry about defining that task as multi-ability. If you teach

-«

(different.subjects, many of which require some application of conventional

academic skills such as test-taking, reading and paper-writing, then'you cannot

J

expect a‘transfer of improved expectations for competence ‘from the aoeéial - -
multi-ability task to conventional academic taaks. Uniess steps are taken to -
intervene, the students will assume that their previous grades in such activities
are the most relevant basis for predicting their ﬁerfornance on what they see as

conventional tasks.

Both Stulac and Rosehnoltz showed that the multi-ability definition of the ' o

'
’ .

situation would transfer to a gawm2 task like "Shoot-the-Moon." But the students

1ad no previous experience with such a task. In a‘'real classroom, when the

“

teacher takes up reading and math and sets the students to work on seatwork

[

according to their membership in three ability groups, there is no reason to expect‘
that newly defined abilities will affect expectations for a math task where one's
ability group is a much more relevant way to decide how competent one is going

toc be. 1If you want some transfer of improved expectations to math activities,

~

they must be redefined, so as to allow people to perceive that there are different

/ . .
S L
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. math subskills which operate and which cannot be predicted from previous

)
.

grades.

. .
N / - '

The task and the eyaluation structure of conventional academic subjects
must both be changed. Obviously, one,cannot go or with the use of ability
groups, with relatively permanent membership. Such techniques widl quickly undo
the good effects of participating in a multi-ability task. The students will be
reminded of.the instructcr s evaluation.of who is expected to be competent.on a

.task organized into explicit ability groups. oo . . . ?

These and other changes in the task and evaluation structure are part of

the concept of a Multi-Ability Classroom, as distinct from a Multiple Ability

’

&Treatment: The Multi-Ability Classroom is a long—term treatment of which group-\
- work is only one part. . The instructor should consider a Multi-Ability Classroom
when students show big differencés in academic skills--as in many racially integrated
.or bilingual classroons. . . - ' N
{ want to postpone discussion of the Multi-Ability Classroom until later

in this bool. First the reader will need to learn about teaching students how to
work togerher in groups and about differentiating roles in groupwork The Multi-
Abilirj Classroom is designed for the most challenging teacning situations, and
i requires very”sophisticatedhgroupwork as well as associated changes in'task
and'evaluation structure.ﬁ It is in some sense, the capstone of the concepts and
techniques in this book. ‘

«+ To summarize, if your primary concern is to soften status effects in
particular groupworKftasks, you should consider the‘multiple’ability treatment.
If, on the other hand, your primary concern is to treat the problem of low general.
expectations for competence on the part of‘low status students in a heterogeneous
_ classroom, then groupwork with a multiple-ability definition of the task is only one

of a number of fundamental changes which must be made to change the underlying

views of human ability.

53 -
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. . Desipning the Social Situation

/ : , .
/‘ . *
. There are a'numbe#/of solutions to the problems posed in the last

. » ra

chapter. Which solution the teacher chooses has to do with an analysis of

A}

. teaching objectives. Suppose that you want to increase the task engagement'
of your ‘low achieving students.. You are not particularly concerned about
the affective goals of groupwork or the acquiring of skills for working in
groups. It is quite possible to avoid the problems of status generalization
by the - simple strategy of designing a situation in which group members are-

0 -

not really engaged in a collective task; there is no single group product that
}-‘emerges from their work. . Although the task requires the members of the group
to praétice their thinking cut loud withﬁeach other and to ueezeach other "

as resources, their interdependence is limited because they turn out

individual, not group products.. If the task is designed this way, one has
‘ all the advantages of active practice and feedback from fellow students

without having set the stage for self-fulfilligg prophecies based on status
7 characteristics. It has the additional advantage of " o-opting" the low-

achieving student and giving him/her the needed help to benefit. from the

-

' work and to complete the required task.

On the other.hand, if your objective is to teach students how to .work

s together in a eivil and harmonious fashion; as is frequently the goal in a
desegregated classroom, then it will‘be necessary to make a much bigger

investment of time and training in order to teach the students new ways

v 3

of behaving. If your goal is to change expectations for competence of low~

v

achieving students:for the better, then truly collective tasks have what




.
e

you need and are essential for Ehe change process. Preparing studente to

work in truly' collective tasks is a major investment, but well worthwhile

. o Kt -

as the data we have collected show. There are a number of recommended
. .

s

strategiés for gaining your ends iwhile preventing self-fulfilling prophecies

based on status. ; : , 5 . X .o ) .

- > .

\ . ’ - . ¢
. This chapter discusses the.§trategied of limited interdepéndence. '
) ‘e $ ) P
. * * ¢ ’
Thesehstrategiesvhave the:effect of, gaining the instructor's objectives with-
out producing undesirable side effects of unequal participation and inter-
.b

~

personal unpleasantneét. ‘For many intellectual objectives, these strategies

are preferable. In the chabter that foliows.I will take up the strategies

’

for truly collective taskg which have the impact of preventing or modifying

problems of status and gf achieying\civilized‘dialogue among the group membefs.

-

In each case I will tryeto present workable examples of what instructors

" . ¥,
’ T
of students og various ages can, do in the classroom to enact these strategjies.

5 o ¢ : L' Limited Interdependence

4

The prevtous.chapter painted a grim picture of the outcome of many

‘ - i

-group tasks; AmiI trying tg discourage teachers from groupwork? 'No' .there _

- -

" are such important advantages for.certain teaching goals that it is worthwhile

*to persevere and try to- design group tasks avoiding these undesirable - !

) L

qutcomes. /Ithave introduced a: theoretical framework to give a basis for
P ‘ 5. :

the following @rinciple:’ : I .

.

"

i. The teacher can. avoid settin the conditions which activate
- ' expectations for competence ased on- academic or social
status. ~ :

- e
-
. 1>

A reexamination of the conditions for the phenomenon of status generalization

&
S

'suggests just how this might be done while still deriving the advantages of

groupwork. . e »
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' expectations.for competence, then it makés-a good deal ‘of sense to do. so.
4

. =53- . . Groups
B

-
e -

£

Avoid tasks which are highly“interdependent. If the task demands
"W

* group interaction but is not so interdependent as' to force the group to make

e J

a public rejection of - someone's ideas as unuseable or of no importance

.for the group product, then many of the undesirable side effects discussed

n
-

will disappear. "But," the teacher will ask, "I thought you were arguing .

for groupwork. If you are going to.pick a_task/where the members don't have

-

- ’

" to deal with one another, aren't you defeating your own goals?"
. r P
Here is the key. question' It all degends on the instructor!S'goals:‘,_

’

- Some of the imstructional objectives discussed in Chapter II can’be*achieved

by a task-structure which is not highly interdependent. For example, one

can provide much more active practice at new cohceots and ideas for individual

»
-

class members; one can increase the engagement of low achieving students by
. . .. 2 . - ) i .
‘designing a sifuation involving interaction;'one can incredde the use of oral

N
e

language in a bilingual classroom without the necessity for‘aihigh degree

. e

r

05 interdependence. o I o - PR
The teacher can design the/social situation so that students are required

to talk and confer with each other without their having to _come to concensus
&

on the single best answer. or problem solution. If.a design for groupwork

can achieve these goals without running ‘the risk of activating irrelevant

¢ ~

-~

~

None of the goals’just listed demands that students ‘reach concensus; Main-

>
N 2

taining a difference of opirnion rather thanfgeeling forced to come to concensus

(LS

is often intellectually desirable, provided that there is some way for the

[

student to evaluate the quality of the answer he/she has chosen. This process
of evaluation does not have to take place in the context of a group of‘$eers..

After the student has conferred and arrived at what he or she thinks is the

-~

PerpE
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best answer, the teacher may either provide criteria for evaluation or

1l

may give the student private feedback by correcting the proudct. The teacher

'may also bring out that there-is more than one answer to the problem.

o
LIRS

There are several different methods of achieving limited interdépendence. '

Students . may ‘confer with one another on a ~ollegial basis, but turn out the

y

'final product oh dn individual basis. Students may be allowed to make
short—term use of each other as expert resources, allowing one student to
request assistatice from another whom he”or -she feels is more éxpert at the

problem at hand. Alternatively, the group task may call for a division of P

,

. , labor where’each person ig re8ponsible for part of the task° the inter— .
- : V A !

e dependence may be limited to planning the initial project division of'labor

agp editing the final product. Lastly, the task instructions may call for .

B I

- taking turns in such a manner that everyone gets a chance to have their say

: "; '\_5 ! in a rblatively mechanical fashion. ‘1 ’ ‘. . ) |
ol . - <. ) . ) . i:,‘ . -
w1 Practical Examples s : o e

- 2 Lol o 4
- Thus far I* have ‘been talking on such an abstract level about concepts

v s -
. 1:;1-; J ! H
. 5:{.{\“' - -
Ry

A . I1ike interdependence, collective _tasks and division of labor that is s

Ty

(‘important to stop and ‘take time to give sqme more concrete examples ‘of what >
& . . L I
I am talking about. In each case these examples are- drawn from ‘classrooms

N . where 1 .have seen them work well. - e -

Al

- ' r Conferring with other students. When the teacher wants students to
-’5' » -
work through a new set of concepts ‘or to improve skills through practice
l 4
she/hé often assigns an exercise. If the topic is social studies, the

students may- be learning to apply map skills. If the topic is history, .
- the studentg may(be learning how to see events in terms of economic inter-
pretations. If the focus is one of improving reading comprehension, the

_teacher may want the student to work through a series of questions on the

=

passage they have just vead. If the topic is mathematics, it may be
Q . \ > .
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Rl

. .. desirable to take the new concepts and operations and use them to solve

some applied mathematical or arithmetical problem. - ’ ;
Teachers who'have goals like this in one or several’subject areas may

use a strategy of limited interdependencé'by assignin® an exercise to be
- completed by each student. Students are allowed to:bonfer on the assignment
, before doing their oGn'exercise. In this case, the student is still indi- 3

vidually responsible for the completion of his/her own exercise, paper or

project, but has had -the advantage of being able to talk it through with -

L M

N o someone:ilse. With younger students the i§§tructor may want to ‘set up a
‘ speéific conference time before students can~start writing on' their papers.
This,will be Sufficient to prevent one:student just taking over and doing the
'paper for another student. - . ) . , . ' ‘
'More important than this.precaution'is the preparationiof students for
, this kind of collegial behavior. In this case students are acting as resources

for one another.’ Some of the desired behaviors for this relationship are

- " , . e ‘2,-"35'

W T listening carefully to what another pers is trying to say and taking the

.time to explai//something carefully to someone else rather than just doing it
i )

é

7
- for a’fellow student. . . : - . ~

. .

It 'is not a particularly'good idea to allow friends to work together.

+s  Friepds, as every teacher knows, are likely to chatter and "fool around" rather

than get their work done, That is because there is a difference between the

-

nature of 2 friendship re1ationship and the more.formal business-like collegial

relationship that is desirable in this application. ’
) oY
Certain students may be more valued resources than others because they

[N

are expert at this kind of task. These resource students can be spread around
the class so that théy are available to weaker students. Note that a student
{ ~ A
J
who can flunction as a valuable resource in one subject may not be a resource

|
1

person for .another subject; be careful not to-reinforce a general academic

[

19
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status order by having the best' readers always function as resource persons.

‘The student who functions as a resource has much to learn from explaining to’
\\' Pl
others.' The weak student may actually understand the explanation better

from a peer than from a teacher. - :

Y

The teacher has the responsibility of evaluating the student's indi-
vidual paper and should give feedback‘to the student so that he or she knows

f.z ‘s . . ) .
if they have gotten what they should out of the -exercise or if they should
. R ‘ e
redo part of it. In this way, the teacher can make sure that no student is

left behind by havikg copferreo(and received poor’ assistance from someone else.

. R <
Once studentslearn how to confer in a constructive fashion, this basic
format can be used again and again for various exercises. I have seen class- .

rooms make consistent use of this method for 211 different subject matters.

.

The foliowing are important steps of preparation for this form of teaching,f/

1)y selection of tasks which can benefit~from another persons'’ ideas'or

" explanations, 2) deliberately.composing the groups which will have the job -

of ‘conferring with each other, 3) making itrclear to students that you expect

them to make use of each other, ’ and‘4)'discussing, reinforcing and modeling .

- . . 1

" of behaviors that make a good collegialvrelationship.

~ * Learning centers and science activities. The use of Leaning Centers’
2. - v ! . N .
where students are expected to rotate through each Learning Center and carry

out' the activities with the material's set up-there is a popular method of

-

*teaching tcday _Particularly appropriate is the use of such Learning Centers

for scientific problem solving where the instructor wishes the' student to

'grasp scientific concents through active manfpulation of materials and problem-

ot e et - e - “

solving. Such problem—solving is often greatly assisted by peer interaction.
One student's observation about what happens to the materials is of great
assistance to another in seeing to the core of the problem. Furthermore, .

as the students talk about the problem they practice the use of new scientific

vocabulary.

R Lo
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.

_As in the'first example, in the case of limited interdependence, ‘each

.. .
- >

‘student can be responsible for a worksheet based on the activities at a

.

given Learning Center. The instructor goes over the worksheet to see if
. \ . g

the student is grasping the concepts. At the same time the following rules

are made explicit: Every student has the right to call upon_any other student

at the Learning Center for explanation and assistance. Also, everyone has

the duty to assist a fellow student who makes a request for assistance. The

i

individual worksheet has the advantage of assisting the teacher in monitoring
the learning process and is an excellent method for making sure that each

EN ~

stndent is completing the task at each Learning Center. )
This is the technique used in-a bilingual math.and science.
curriculum developed by E.- De Avila for third and fourth graders.

In this application, instructions for the tasks are written in English

- - Al .

Spanish and pictographs and are displayed.in coanect'on with ‘each Learning
Center. There is a limit on the nnmber of children allowed at each EearningJ
Center; but each student must finish the task at each Learning Center. The
use of these two rules creanes a situation where the particular- group at a
given Learning Center varies in tomposition so that children who are dominant
Sbanish speakers find themselves working side by side with dominant English
speakers or children who speak a dialect made up of both languages. The

stimulating nature of the manipulative tasks produceS a good dezl of inter-

action and cémment as‘children do much working toééther on a momentary basis

and a lot of Watching 4nd "kibbitzing" of each other's activities. Thus

P

children receive much active practice in both .languages; their eagerness to

communicate about the-fascinating tasks impells them to try and use both the

new secientific vocaleary and to commynicate in their weaker language.

)

.
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The complexity ¢f the tasks forces them to refer back to written -

: instructions quite ffeqyentlyi There are a number pf children who do not

yet read; but the rule about being able to ask for assistance takes care_

of this-problem as long as there is a least one person at a Learning Center

<
-

able ‘to read and thus assist a fellow classmate. It these classrooms, I
. . N g .
A have often seen teachers who make sure that there is at least one reader

A .
.

, at a Learning Center where non-readers are working. Through the use of

-

thesé written instructions, the weaker readers also gain some practice at
° ~ H « .

learning reading and writing; the worksheets call for them to make some
attempt to write out answers, even if they have to accept assistance. The,

teacher and aide circulate between Learp Cpnters and often give assistance

on the worksheets. . R }

M
3

@

‘-

In this particular culture of the Chicano or Mexican-American.child;
3

% -
. ( :
it .as not proved necessary to teach the chifdren how to assist each other

“ - — 4

in a coostructive and helpful manner. Here the teacher has only to remind

-

. . {
the children that they are supposed to help jeach other; they already know
: t ’ >

how to do this quite we11; In an upper midale class Anglo setting,'it would
. "\ ({

-

S
2

g
probably be necessary to teach these behaviors.
5 {

1)

5 .
Division of labor. 1If the task instrpctions divide up the job so that

5 C

each person does a very different part of the task, the group is inter-

dependent, but 1n a very limited way. The simple "expedient of having each
student in possessioﬁ of part of ‘an answgr or product and setting a rulae

" about taking {turns in making a contribution of that part, will guarantee

¢
H

that each has.a'chance to make a valuaoﬁe contribution to the ‘group. For

example, a group is studying geography and each member hes had the

f

opportunity to learn about one relevant sub-topic suéh as "agriculture,"

" "climate," each member ¢ontributes impoptant relevant inforaation

»

topography,

e - 66
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_ to the group. _For a detailed description of how this method works, see

: Eliot Aaronson, The Jigsaw Classroom. Aaronson sees an analogy between this

kind\of limited interdependence and doing a jigsaw puzzle where participants

4 .

each hold different pieces (1978). The analogy is an apt one.

In designing such a task, it is essential that students who are; poor

.

readérs are thoroughly prepared  to contribute their information; they may

need a cassette or film strip in conjunction wirh written materials so that ‘
L]

they will be thoroughly prepared to make a creditable contribution to the

group. Otherwise, a weak contribution by a student who has academic dif-

ficulties will only reinforce hisYher position in the academic status order .

.0f the classroom.

- [}

Small groups that are ,working on projects may divide the labor so that

[

w
each member goes off and doesdresearch on some aspect of the joint product:,
R : e .

Howeven, it is essential to analyze the,interdependence of the éntire project.

- ~

If the/group decides on the divisyéghof labor, the nature of the topic, and

evaluates each mcmber's contribution in putting together the final product,

l
then We have a task which has many sub-tasks with. strong interdependence;
{
-

the interdependence is limited only during the phase when people go off and

¢

do their research and individual write~-up. The initial phase of deciding on

- the)project and assigning the sub-tasks is actually strongly interdependent;

1t forces students to evaluate each other and will set the stage for self-

fulfilling prophecies. Therefore, certain steps will have to be taken to
prevent high status s;udent; from.dominating that phase of the project.“

\é play where each actor has a part itc a rather good model of a division
of-labor, where no person can be shut out of participation because the other
members of the cast evaluate his/her contribution negatively or where the

actor him/herself refuses to participate because of a sense of incompetence.

P
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An eicellent way of practicing conversation in a foreign language is to

’ N v ° A
~ o

i have small gnﬁms plaz out a scene’sgch as a restaurant dialqgue. Each‘-' ” '_;
’ . > .
personaplayS‘a role; perhaps the waiter, and two.customers: The'ingtructcr ¥ .
. provides a foreiga lanéuage menu and ; lesson on useful wordg~and'phrases' !
for aqrestaurant setting.‘ Each person must improvise and play thé€ role in a ' l:q
- ° ¢ N
« foreign language. In this way every class member gets.active practice in : ’
’ convarsation in the fcreigp language. Therteacher runctions as a resource °
» person and circulates between groups. After a period of preparation, e,ch . N
’ .-\\“V,,« .
(j ’ small group can perform for the whole group. ﬁhe teacher then has thg L
. oppdrtunity to note the comhon errors and j?ild a lesson for the group. as a =~ )
‘ * - whole on those errors. ] ) ' L ’ v ‘i
, Review of Limited Interdepeﬁdence i \ . . -:‘ - -;‘~
\y § ] Note the way I have analyzed each example in terms of *he learning r
+ " v I3 -3"
N i objectives, the composition of small groups, resources-and materials, ’

special behavioral skills necessary for the task exactly the l:!!l of inter—

. -

- dependence at each phase of the task, and the precise nature of peer and

*

L. teacher evaluation. Of special importance is the analysis of new ki-ds of S

. behavidr which: will be expected in the setting. Never assume that children

Al N
< or sdults know how t¢ work with each.other in a copstructive collegial )
"~ 3 . Y . x' 1
) ¥ fashion. Years of teaching.adults at the graduate level have instructed me p
\ d . 2
o that this is never safe to assume. Not only should new behaviors be discussed

écd pgblicly specified, butﬂstudentsnmsthave to have a chance to practice
these new behaviors ib such a way that the teacher or fellow student identifies .
for themlwben they are beha;ing "correctle" i |

It ig essential to think of»thz role each person will play, even in the T

limitea intfrdependence situation. Are the materials .and resources aecessary

to make a contribution to the group self-explanatory and easy to obtain? If

.\‘l ‘ ' . 63 . . e
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not, has the instructor seen to it that everyone knows and understands how

to use these materials? If the instructor decides to rely on students as

resources for one another to solve this probled, precautions must be taken

So as not to constantly reinforce the idea that the best reader is the

-
all-knowing expert who can clearly act as resource no matter what the task.

~

Inﬂthinking about the level of interdependence required it is helpful

-

to ask yourself: Will the nature of the task force peers to make evaluation

of each other in such a way that certain people will be deprived of an
opportunity to participate and others will dominate? If this is the case

then the task qualifies as having strong interdependence, and‘deliberate ..
steps must be taken to avoid self-fulfilling prophecies.

o
Finally, the teache? must spend some time worrying about evaluation of

. individuals or groupsi If students confer at first and then produce indi+

vidual papers, they will. require some constructive—evaluation on those papers.

.If the group product is to be evaluated, then the task qualifies as one which

is, by definition, highly interdependent. If individuals are to: provide some
4

helpful - feéﬂg(ck to each other in the process of conferring, then you are

asking students to par*icipate in your function of teaching; they must be

coached in good ways ‘to do this important task. -
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New Norms for Collective Tasks N

v
\

If students of any age are to work ow collective tasks in groups,wheré
they must depend on one another, special steps .must be taken to train them-
H
for this experience. The changes are that they have not had previous success-

'fulﬂéxperiencé in collective discussion or othet cooperative tasks working

with people who are not personai firends or family members. The-closest

- »

experience is probably team sports, but roles in sports are highly structured

- by rules of the game; and the coach and’the referee have the last word about

“decisions.

In this chapter, the concept of "norm" is central. A norm is a rule for

how people ought to behave in a given situation.. Sometimes they are written
AN

* ——r

and sometimes people just act as if everyone wece e#pécted to behave in this
way. For example, students foLlo#'the unwritten rule; "Never report to the
authorities on the misdeeds of your peers." Such norms are enforced by the
threat of ostracism and disapproval from others in one's social group.

There are a series of written and unwrigten rules or norms in tradiéional

classrooms. They include, "Do vou own work and don't pay any attention to

. LN M
b what other students are doing." "Never give or ask for advice from a fellow
) student while doing an assignment in class." "Pay attention to what the

teacher is' saying and doing and not to anything else." "Eyes front and be

. - ¢ . .
- quiet." When dealing with younger students, teachers constantly reinforce

these norms and enforce them through punishment. By the time students are

adults‘instrgctors of higher education rarely have to enforce norms through

reward and piaishment; these norms are so deeply internalized that students

are quite unconscious of why they behave in class the way they do.

Q 7%)
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Assigning collective tasks to groups involves a véry important change
in these classroom ncrms. Now the student is supposed to depend on fellow
students. Now they.are responsible not onl;\fKr their own behavior but to
some extent for the grohp's behavior.. Now a wﬁc\e series of behavioral
skills are relevant and acquire the power of norms in group discussion:

“"Ask for other people s opinions; isten to other students; Don't be talking

all the time; etc."
The teacher's role hag” aiso changed. Instead of lecturing,.calling on

individual students to»recite, and having everybody listen or supervising
q <
individual seatwork the groups ow have the responsibility to carry out their
4
own tasks. The teacher has delegated certain decisions about the contenL of

)/ )

" the task to them. Other decisions are implicit in the task instructiqns which

*

take the place of telling students what to do directly. The, teacher becomes

»

a resource person and a manager rather than a direct supervisor.. Students

i3

take over some of the duties of teaching each other and some of the evaluation

of performance. The teachex, may evaluate the group product rather than the

_individual's performance.

It is important to realize the radical change in ordinary classroom
practices. Then one can begin to understand why simply composing students
. . o
into groups and assigning them a collective task, without careful preparation,

3

rarely works well. Even if expectations are treated as discussed in the last

chapter, students will not be well prepared for constructive group discussion.

After treatment of expectations a low status student will speak up, but he or
she will not be better listened to than anyone else in the group. The group'will
still not know how to resolve conflict. Members ‘may still prefer to be evaluatdd

on an individual basis and fail to see the point of cooperative relationships.

1
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" Thus it becomes necessary to plan for a series of learning experiences
which will prepare the students for comstrictive work in the group setting.

Even éfter they have begun to work on academicytasks in. collectiVe groups, it //

. ¥} . B o
- ) will be necessary every oncé in a while to return to these norms, reinforcing
t

them and refining the new skills for group settings.

. IMPROVING GROUP PROCESS SKILLS .

”'~/"

Using Social Learning Principles

3 At

Not only are most people unskilled in workihg in groups, but they are .
. : . A
blissfully unaware of the behaviors that make for good group process and the :
troublesome behaviors which bring groups to grief. Thereforé the first step

. —
in improving these skills 1s to make participants aware of the specific be-.

haviors in question; they must be able to recognize,in éh\pbjective way when
such behavior has occurred. These behavi:rs must have a label.so people can

v

say when one of them has occurred and note and discuss the fact in an objective
way. They must also  have the chance éo practice.new desifable behaviors and to
practice the avoidance of certain troublegome behaviofs. It is highly

. desirab%e that when a person behaves in, the ﬁhrticulaf way that has been
labeled and is under -discussion that.he is reinforced for it, if it is positfvet
and made‘aware of the problem if it is negative. These are, in gsimple language,
the principles of social féarning theory devgloped so painstakingly in many,

many experiments by Baudura and others (1969). These are extraordinarily useful

principles whenever one is introducing new .behaviors to children or adults.

There is more involved than social learning when the\group\?kills are
. \
1 taught by the teacher in a classroom setting.” Students are learning that thege
are effective ways of behaving if a good group product is to result. Further-

more, they are learning that these are desirable and preferable ways of be~

having in groupwork situations according to no less an authority than the teéchert

4

72
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Through this kind of a socializing experience students tome to believe that .
this id the way they ought to behave in groupwork settings; they will be

_willing to apply some conformity pressures to peers to see to it that they .

*

also behave in these desirable ways.

Once an instructor has taken the time—and trouble to teach group process

.

oskills, the groundwork has been laid for improved group functioning throughout

the school year. With some reminders, exércises for special new skills and

—

review of basic principles, the teacher can use‘groupwork in a ﬁariety of

conventionai academic content areas. If the tlidents have internalized these "
. new rulZs for behavior, many of the problems o collective tasks will be

alleviated. As we shall shoe in this chapter, it is even possgible to use
, special training for working'in small groups to moderate the problem df status

’ ' generalization.

Introducing Group Process Skills

.

' 'In the classroom we do not have the ideal conditions of the laboratory

study where a highly trained person supervise§ the practice of new behaviors

a

and uses all of his/her authority to reinforce them. Instead, there%must be

some practical way for students themselves to assist in_th{s process of”be-

havior modification. !
4
N

We have learned quite a bit about how to do this in connection with
introducing multi-ability groupwork to desegregated classrooms (fourth, fifth
-and sixth grades). By working with the classroom teacher in introducing group
process skills in a very challenging setting, we have been able to carry out

techniques recommended by others‘and have ncted systematically where the
difficulties occur and why some .things are so difficult for the students to

internalize. As a result of this practical experience, there is a series of

simple training experiences which I feel I can recommend. I have oﬁitted

+ those which, in the opinion of the project evaluator; were not successful.

| | 3
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¢ . .

In order to make students aware of behaviors which are eritical -in group
Process, we found the technique "Tﬁe Four Stage Rocket," taken frem Charlotte

Epstein's book, Affective Subjects in the Classroom (1972, pp. 48-57) very

usefui. The basic idea of this exercise is' to- make the students realize that .
before a group discussion can "lift off" like a rocket, certain group behaviors

: must take place. As Epstein presents these skills they inelude' I Conciseness,
?
II Listening; III Refl%cting and IV Everyone Contributes. In applying this’ .

technique to desegre ated elementary classrooms, we pictured these on a colorful
posteras making up /the various stages of a rocket, so that the children might
grasp the idea thgt unless each of these desired behaviors occur, the discussion

Y >

would not be succeSssful. .
. After some Z

ind of a suitable introduction which should involve thé-
"students @n dis%ussion of how they feel about working in small groups and some

@

of their ideas ébout what makes for goed and for unsuccessful group experiences,

the students need to know why learning to work small groups is important. If
the instructor intends to make extensive use of mall groups, then the student
ought to know that they are being prepared ror thix experience. Students also
need to know that in the work world, many important tas
the small group setting; so that these‘skills will prove of dpnsiderable

L4 M °

practical importance_to them. )
The class is divided into groups of five or six students. The groups
should be heterogeneous 4s to sex, race, and academic or reading ability. This
can be best accomplished if the instructor has alieady composed names into
groups and provides a map on the blackboard of who is in which grou; and where
each group is to meet in the classroom.' It is essential tq be very firm and
clear about your intention to have-everyone work in the group assigned and

where that group is assigned to work. If the class is‘immature, unused to

such a procedure, or otherwise unpredictable, it is helpful to have a parent

74 :



-67- i Groups
volunteer, teacher aide or even a high school‘sﬁhdent-or two to assist you
during this critical initial procedure.

Everyone is given the directiQns for a ccllective task, such.as

"Faliout Shelter." This is read out loud while students follow the directions

R et

of their handout. The object of this game is to select several persons to go
into a fallout shelter. The group is to pretend tha; the end of the worl& is
about to occur with a neutron bomb. Only seven persons can go into the shelter.
They must g;ach agreement a; a group on seven out of a list of 11 different

candidates. The_lisé includes people like an 1l year old student (male) from

the students' school and a 40 year old policeman wh» refuses to be separated

.

from his gun. The group must cowe to an agreement on the people to be . |

kd

selected for survival. (See Appéndix A for directions on this task.)

- Each group is given five minutes to start discussing this task. The adulté

-

c;rculate around the room, listening and taking notes but not iqperrupting the
groups. They note down b?havibrs like not listening to ea:h other, talking

so much that others cannot participéte, not réally taking wbat another person
said into consideration before giﬁing one's opinion, rambling on rather th;n
giving one's ideas in a concise fashion. The inst?tgtor then halts the groups
and gives some feedback on having observed these'particular kinds of problems.
This should be done with good concrete examples (no napes) taken from the
discussions, This sets the stage$ the students perceive the need to de&elopil

3

the four social skills described in the foﬁr stage rocket. It is at this

critical poivt that the chart with the four Qtages can be introduced, thereby
lessening the need for too much "teacher talk."

The students are then ready to have gome practice in the new behaviors

and learning to recognize them when they occur. The basic format for the

practice session is the same for each stage of the rocket. There is an

f :
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interesting and challenging discussion task which requires the group to come
‘to agreement. There is a- strict 5 minute time limit on éach discussion period.'
One student in each group plays the (bserver role. It is. the Observer's role
to watch for the pargiculat behavior in question. Whenever.he/she sees er -
" hears an example of this behavior, it is note& down on a recording sheet. ‘
Different students in the group get a turn to play the role of Observer;
: the role should&not be restricted to high achievers or natural social
leaders. We found that all the children were able to play this role provided'
'that they'receivebcareful instruction. For this-pgtpose, the instructor or
assistant should take all tyose who will be Observers for the coming session °
‘aside and show them ﬁow to recognize behaviors and record them on a scoring
sheet\(sée‘appendix for suggested fosmat of scoring sheet?. After ‘the discussion,
the Qbserver gets up and reports for his/her group how many instances of the
particuiar behavior have-occurred in: the group--just numbers of behaviors—-no
names. Groups are composed for each stage of the rocket; the entire exercise
caplbe spread over several days of instruction. \

For each skill pictured as a rocket stape, there is a buflt-in opportunity
to practiee the new behavior. For example, for the first skiil, "conciseness,"
the group spends a second five minutes trying to come to concensus on the
Fallout Shelter Task. The Conciseness is defined on a large chart as "getting
quickly to the point and not beating around the bush.”" Each person is re-

'  stricted to a 15 second speech. That instruction forces people to watch them-
selves for length of speech an& to "make it short." Either an adult or a
sember of the group makes sure that the group only works for five minutes.

Then the observer reports to the class as a whole on the frequency with which

i
he/she ‘observed concise participation.

\I
<
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o, "‘, The directions for the second dfage, "listening," also require that each -

person talk for no more than’ 15 seconds. . In addition, each person must wait

three seconds after the person before has spoken before he/she may speak.

.
B P

The third stage is "reflecting." This is defined as "repeating out loud

to the group what the person before you said.'" For this five minute discussion
the two’rules from the first two stages apply. In additi6ﬂ; no person may
. -
- speak until he repeats to the group what the person befcre him said. This i’

+

called reflecting. The person who had spoken before has to nod his/her head
*3 .\‘“ " to mean YES if he/she thinks this reflection is right. No one may talk until
(e he/she correctly reflects what the person before said.

The ?;nal stagq, "averyone contributes," is defined as "all the people ,
*in the gréup have to speak." The rules of all three stages apply. In addition
no one Q ; speak a second time until everyone .in-the group has spoken.

Following this last practice se;s@on, there is a_post-test of a five
minuﬁ/ discussion. An observer iﬁ,each group scores the‘four relevant behéviors
and fepérts to the class ‘as a yhole.‘ |

~Adjusting for your particular class. The number of tasks you introduce - s

during this process depends upoh how long your class takes'to come to closure
on a topic. A lively immature class with little practice at group discussion,
may be able to continu; discussing a task no longer than 10 minutes. If that
is the case, gnd each stage“of the rocket takes five minutes, £hen you will
need a total of three tasks for the four stages and the two discuesions required .
as pre and post-test. I have included in the appendix four tasks which can be
used successfully with fourth, fifth and sixth graders. We selected tasks which
required concensus, because we were training the students for that situatio;.
There are other dimenaions which the instructor should adapt to his or her

own class, It is_possible to change the composition of the groups between each

sfage of the rocket. This is good in that it acquaints students with working

7’7
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*

with almost every other member of the class. Ordin;ry instruction pfactically
never allows for this. It is not a particularly good idea to keep the same
-group for all stages. This does not teach the class that they will be expected
to work with everyone; furthermore., some groups can dgvelop an interpersonal
struggle and it %s Wisi}FO give them a change of membership. However, if the
class is a difficult one to manage, changing composition for each stage of

the rocket means quite a few chaotic scenes of traasition if they have never ™
had small group éxperience before. In this casg} a. good iégprgpise mighg be

to change group compogition between days of i;;;ructioﬁ-—even though several \

stages maintain the same group composition. The Observer can be changed

betweeq\SEEh.stﬁg:: if desired, in order to"give a maximum number of people

the chance to fﬁqction in this role. It is unwige to spend too much time on

. introducing overly complicated new tasks, "lecturing," the students on small
.group behavior, or making\the students wait around until everyone gets
orgaﬁized. .

One other caution is in order: The stage of "ref!ecting",may prove
difficult for some kixth grade and younger classrooms. It is possible, if you
think this might be the case, to substitute another necessary skill for this
stage of éhe rocket. Or you might find a way of simpligying the task so

that the student does not have to repeat everything thé; was just said, but ‘
Vi

-

something from what was just said. Epstein argues {ﬁat a stage should not be
omitted just because the students find it very”hifficult. She says that if__
they knew how to do it, they would have no need of special small group training.
There is surely some mer:it in her argumen.; perhaps the students would learn

to do better on this skill if they ha e practice oppgrtunities as théy

( A 9

progressed in groupwork axperience. The Four Stage Rocket can be repeated after

the group has gained experience in repeated groupwork.

?

.
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Following the Four Stage Ro;ket, our version of a group process curriculum <
provided still more opportunities to practice avoiding certain troublesome be-
haviors continuing to use the observer role. A new 'cooperative task which
required éoncensus was introducted for this purpose. (See Appendix
for descriptio?lof more cooperativl tasks which can be used for these training
purposes.) With ﬁhe’use of a chért, we introduced the students to a set of
be@aviors which prove troublesome in group intéraction.

’ Example of Possible Chart

\

TROUBLESUME BEHAVIORS
These are lems that come up between the people in the group and stop )
‘them from gettiﬂg their work done. '

1. attacks other people
_ 2. won't go along with other people's suggestions
3. talks too much
4. not talking and not letting others know &our ideas‘

5. tells stories about himself and keeps the grpups from getting
their work done ' \

New groups were composed for this purpose. New Observers were appointed and
trained. The Observer did not participate but scored the occurrence>;f some
of these behaviars, and kept track of their frequency. This time the studénts .
had as long as 15 minutes to carry out a full discussion of the task.

With a training program such as this one,'the students have learned how to

observe and verbalize abcut certain desirable and undesirable behaviors in a way

> < .

that is independent of the people who show these behaviors. Becoming more objective
about group procesé is essential so that groups are self-critical and learn to
enforce th ew ways of behaving for themselves. They have also has some practice
on skills 1... "listening" and "reflecting." The very "best" students may have the

most difficulty with these skills because they are accustomed to having the most

79
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worthwhile thing to say (according to themselves and the teacher's evaluation)
and are uﬁaccustomed to listeniné éarefﬁily to anyone eise but the c?acher.

Thus far, I have selected behaviors which are important in both adult -
and children's groups. When working with adults, the Four Stage Rocket could
be adapted. Groups coul& critique their own pre-test hiscussion, with the
instructor highlighting central problems. For each_skill, the task directions
could be just as Epstein suggested. The whole group could discyss for five

.

minutes while focussing their attention on how well they are'managlng a parti-

cular behavior. ' Following their five minute exercise at each stagé of the

rocket, they could/stop and critique their own group processes. They might not
require a sepgfite Observer role to accomplish the same purpose as for the
yoﬁnger groups.

-'i'here are ;)ther behaviors which .we. found useful for training. These might
differ according to the age of the group and the nature of the groupwork which
is being planned. For example, yoﬁhger groups need specific assistance in
talking about how and when the group will procéed to task completion: They do
no£ ordinarily stop to discuss strategies, agenda, and timingtbf final decisions.
Evidently this is learned behavior, probably in extracurricular clubs and ;ther
organizations using same kind of formal procedure.

Americans.of all oges evidently ;eed some assistance in remembering to

' £

say honest and positive things about each other's ideas. College age students

will even be reluctant to criticize each other's ideas. These further behaviors
can be practiced using the format recommeﬁded above. Alternatively, a

facilitator may be appointed in the group, whose specific job is to attend to
s s °
the new aspects of group process. The use of a facilitator moves us on to the

»

strategy discussed in the next chapter—the use of different roles in groupwork.

L

Both strategies are effective in a training program.

t 80
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Below is a list of behaviors which we have found useful! in training
/ groups. Any of these behavibrs can be emphasized at any timé during the
use of groupwork, by including them in the initial phase of the training
role, or by arking groups to beFome self-critical about them at a much later
stage of groppwork. The lang&age used in thié’lisé is simplified for the
» age group we work;a'with, but ghere is nothing childish about the content.

Adults need to work on many of these saﬁe skills.

,

E
|
i , program just described, by introducing them in connection with a facilitator
!
|
|
|
|
|

) WORK BEHAVIORS: ways which help to get the
. group's work done.
1. has new ideas or suggestions ~
2. asks for or gives information i
- 3. helps to explain hetter =
] 8 4. pulls ideas together .
. 5. finds out if the group is ready to

» decide what to do
|
|

-

HELPING BEHAVIORS: ways whick help the yroup to
keep working smoothly togetherx.

. 1. helps people get together
" 2. brings other people in

PR 3. shows interest and kindness
g 4, 1s willing to change own ideas to help the
group
° 5. tells others in a good way how they are
behaving




{ ./ ’ ‘ ~74~ ) Groups

R NORMS FOR EQUAL PARTICIPATION ' -

s o,

. The net”effect of a-training progrEm for listening skills and for having
everymne Participate is a set of.internalized norms for equal\participation. -
When students feel that everyone ought tm have their say and receive a careful'
hearing, the problems of status generalization‘discussed in the last chapter,

can be partly solved. As long as group members have internalized these new:
norms and have acquiredxggge skills in the requisite behaviors, students with

- high academic status arJ \t so likely to dominate the group.

- e.-——-“""‘/

In a laboratory st dy, Morris demonstrated the effectiveness of training
procedures such as those involved in the Four Stage Rocket (1977). The focus ’ R
. of Mortid' treatment w%s the establishment of special norms for solving problems'
.through group discussfon: norns nr participation and listening. The students . :
learned that these behaviors wo/ld contribute to a Successful outcome for the
/

group task. o / <
s

’

Morris reasoned|that the establishement of these norms” would greatly soften

the effects of statﬁh generalization by interfering very late in the process.

Even if there were different expectations for competence' and high status memhers °
expect-d to be much more competent than low status members, the existence of
these norms would weak%n the tendency of erpected competence.to turn into
domination by high stst members. Instead, if everyone believed that all
'members should partic até'and all members should listen carefully to each ether,.
the peers w°uid act jin such a way as to insure that low status members receivea

a chance to participate and were given a fair hearing (Morris, 1977). Morris

was banking on the'social psychological phenomenon:of enforcement of group norms
on the behavior of members of the group. That éroup norms have a pnwerfull
influence upon the behavior of the group has been well documented (Sherif, 1936;

&

Asch, 1952; Breer, Locke, 1965). .
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X

Morris alsp argued that the host experimenter as the organizational
authority, who was seen as an evaluator, would help enforce norms because the

hembers would see him as evaluating how well the group followed the norms.

4

This would apply, of course, even more strongly in a classroom wh&e a teacher

- trained students to use such group norms.
Morris' treatment was carried out in a laboratory setting with students

of mixed academic status based on 'different perceived reading ability. He was

very ;areful to teach the new desirable behaviors as well as the idea that such

\
)

- . behaviors were effective for problem—soiying gsituations. The treatment consisted

of a set, of explicit guidelines for cooperative group behavior. These included

-
.

the following:

1. Say your own ideas;
2. Listen to others. Give everyone a charce

to talk; N
. 3. Ask others for their ideas; .
oo 4. Give reasons for your ideas, and discuss

many different ideas. (Morris, p. 63) -

Four-person groups were given the opportunity to discuss and practice these,
skillg in a problem-solving situation. During the' practice period, the host
experimenter informed the group on how well tﬁey were following these rules
and made specific guggestions.as to how they ;ould improve. The practice task
for these groups was a decision-making situation called "Shipwreck." This task
required the group to imagine that itwas the crew of a ship sinking near a
tropical island. On the ship were eight itemé‘of varying usefulness for survival.

The stranded groupwas asked to arrange them in descending order of utility. After

the group had arranged four of the items, the discussion was interrupted by the

host who proceeded to give feedback as to how well the group was following -the

-
"

rules. After a brief discussion concerniﬁg'appropriate behaviors as identified

by the rules, the group continued to rank the items until they completed the

task.

[T
c') '
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Following this practice task, ﬁhe group went on to work on a parallel task,
"Lost on the Moon" ﬂalso a J. Hall task) which also required them to renk erder
a list of objects for survival purposes. During this experience, they did net

receive réminders or feedback concerning the norms for group behavior. Immediately

following this discussion, the subjects played the standard- status game, ''Shoot- !d~

the-Moon."

- 1

Ia the .analysis, the results of these groups were compared with those of

students who simply experienced two collective tasks, "Lost on the Moon" ‘and

°
Y

ﬁShoot-the—Moon" witﬁout the training sequence. Students with high reading‘status
were mucﬁ_more likely to be highly active in the untreated than in the’ treated
condition. In the une;eated groups they had an average of 5.4 acts per minute
while in the treated groups they only gave out, on the average: 3.9§ acts per
minute: The'low status members in the untreated groups éve?aged only 3.57 acts
per minute; they were not more active in ;he treated groups (3.21 acts per minute)
(Morris, 1977). In treated groupe the difference in the amount of talking between the
ﬁost active person and the least active person was greatly reduced (Morris,
p. 114). Thus, the effect really was to even out participation by preventiﬁg
high status members from doing too much talking and too little listening.

It is critical to remember thaé this desirable effect took place on an
;nrelated task, Shoot-the-Moon. ihe group was never told tonkeeg on behaving
the eame way that they were tayght. They simply assumed that this was the best
way to behave in another cooperative ask. 1In otlier words, in the laboratory
3etting, the norm had begun to influence group behavior without the adult in
charge having to say anything at all!

Still another important ‘effect ef the Morris treatment was reflected in 7

a special measure of the quality of the discussion om "Lost on the Moon."

Mexris counted up how frequently treated and untreated subjects offered reasons

.
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Eor their ideas and/or asked their grogp ;embers to explain suggéstions. %he ’
treated groups were significantly more likely to show these behaviafswthan thé
untreated groups (Morris, p. 117).
This kind of a normative treatmeﬁt does not eliminate the effects of status.
» The treated groups were still more likely to see High Readers than” Low Readers .
as Leaders and were more likely to see the High Readers as having the best ideas °
(Morris, p. 111). Furthermore, tha high Readers in treated gréups vere séill
somewhat more active than the Low Readers. Nevertheless the process of domination of
high stagus members is greatly softened by this safe, simple and pedagoéically
sound tfeatment. One yould not expect to see the effects of status altogethex
el;minated because nothing has been done about the difference in expect;tiong
for competence. What has happefied is that these expeétations have not been !

allowed to govern behavior unchecked, without interference from the new norms.

Thus, at minimum, the high status members do not have the chance to cominate.

.

' Furthermore, the quality of the discussion is more rational and analytic.

. s
TEACHING THE NGRM OF COOPERATION

Students of education often ask, "How can you hope to install cooper-
ative groups in classrooms in a soclety which is so, competitive?" One way 'to
answer this question is to explain that the teacher has considerable freedom

X * and authbri;y to design classroom situations which require students to work

»

together in a cooperative manner. If the teacher requires this behavior, sets
1

tasks which demand this behavior, and teaches people'ﬁow to behave in such

, ~

settiﬁgs, stﬁdents will be quite comfortqble in conforming in the classroom
,sitgacion. In thg adult work world there are many such situations, eveh iﬁ so~calied
"competitive" Americpn éociet§. Examples.may be found in task forces,
political and organizational life, committees and clubs of all kinds. Actually,

many clagsrooms in their emphasis on individual achievement and highly competitive

[P [
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grading pr;ctice; are a caricature of competition in the adult world rather
than a realistic preparation. Take, for example the teaching profession,
where m;st teachers achieve tenure; and where there is no particular formal
reward for merit/” This may not be a cooperative structure, gut it could
har&ly be called a}competitive structure, if we take that word to mean a
situation’in'which individuals strive against one another to gain scarce
rewards. '

What always makes.debate about cooperation vs. competition so confusing
isTthat the wor2 coopé}ation has more than one meaning. Teachers use the
word all the time but as a young student once explained patiently to me,
"Cooperation qeans you better do what the teacher says!" Cooperation in

’everyday lgnguage sometimes refers to:conformity; in the literature on

g}oups cooperation sometimes refers to interdependence of people in carrying

out a task; at other-timeglit:refers to the reward system for the group--will

" the group or oniy«in@ividuals be rewérded as a result of activities?

.
\

In talking about coo;eration we need to make clear precisely which'
features of the small group task we are talking about., Is it the-means by
which the group accoéplighes the task or fhe goals of the aélivity; or the
reward structur;? Deutbch defined inte;dependencg of goals as a group en-
deavor in which all individuals obtain the goal; movemeﬁt of any individual
§?wa;ds the goal increases the possibility of others reaching the goal (19495.
Interdependence of means occurs when the group 1s forced, by the nature of the
task or task instructions, to work with each other in order to accomplish the
task objective. The objective may not be a group goal but an individual
product as in the examples discussed under the "limited interdependence"
médel suggested earlier in the book. In all of Deutsch's experimental studies

showing. favorable effects of “cooperation" the tasks were fnterdépendent in

both means and goals. In much of the research showing favorgble results for

+
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competition, the tasks do ‘not require exchange of inforﬁation‘erucial‘for
completing the task. Rather there is a group goal,‘but subjects work
separateiy’to'aehieve it (E. J: Thomas, 1957).}

The above discussion is intended to‘nighlight the concept of task

’

structure. Experiencing certain task structures in and of itself has important

effects on people. There is convincing theory and research to support the
j? following proposition: When studente experience successful outcomes on tasés
with cooperatively'structured means and éoals, they come to prefer, desire
and ualue this tasi structure. 1In other words, by introdueing taeks of this
. ) character in the classroom, students come to prefer cooperative ways of doing
- \taiigs, i.e., they think that people gﬁgﬁt to cooperate. .
This effect is quite different from the effect of deliberately teaching
chiloren norms for behavior in small groups, discussed in the first section of
this chapter.' In the first Ease, children are learning norms which are specific

>

to behavior\in the group setting. 1In this eecono c?se, students are learning
the benefits of cooperative work relationships :ithout respect to how people
should behave. toward one another in those relatiorships.

The latter line of thought stems largely from the work of Breer and

Locke who studied ioung adults in a laboratory setting. Their theory states

LT the following:

“<:::::===::::::::,___\_‘~t is our\TTEis—that-in_nggking on a task an individual
: develops tertain_beliefs, valubs and preferences specific
) to the task itself which o ime are generalized to other, |
‘ behaviors in\life...The theory constitutes an attempt to
show in what ways differences in task experience can help
us to account for 'differences in what men believe, prefer ‘
and value. (Breer and Locke, 1965, p. 10)

. , In these experiments, people who had experienced cooperatively structured

. tasks were more likely to express a wide range of cooperative values on an

.

. -~
attitude and value questionnaire given some time after the task experience.

"
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A Curriculum on Cooperation i :
More relevant to this discussion is evidence of this effect taking place
in classrooms as a result of specific task experiénces. Bloom apd Schuncke,”

working with seventh graders, devised a curriculum to teach students that

©

cooperatively structured means are an~efficient and beneficial way to achieve

room teachers carried out this curriéulum in on? of their social studies
classes while continuing their'normal activities ip another social studies
class.

The Bloom and S?huncke curriculum is of special incerest to teachers
because Ehe tasks they used can easily be used by any classroom teacher who
wants to achieve the same effect. There were five aéfivities; each one
provided inform;tion from experience to the student rega;ding the utility of
interdependent task means and goals. This information was reinforced by the
teacher after, the completion of each task. They used the "Lost on the Moon" -
task we ﬁave referred to several times. But in this case, it was not simply
used as a collective discussion task. -Rather, 1ﬁaividuai§ fi;st worked
separately in rank ordering the importance of the survival items. Their rank

¢

grden was compared to the rank ordering made by NASA experts. Then there was

<

a group discussion; the group opinion on the best rank order was then scored
in comparisén to the expert ranking. Finally, the individual scores were

compared to the group score. Almost invariably in this task, the group score

is superior to that of any individual's score. This occurs because of tha

1

exchange of information and because of thehs;imulation which occurs in a grqup.o
Thus, the students learn that in a survival situation, groups are more effective
than-individuals. ~The instructor must discuss this with the studeﬁfs; many
Americans are under the impression that the talented individual's achievement

“

is always superior to group.achievement.

————

83 | .
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The gurriculum also used another standard task fromuwnylumﬁn relation
.training‘progr;ms——the Broken Squares problem. This puzgle cannot be solved
satisfactorily unless indiyiduals share their information. The students are
divided into four-pérson goups. Each obtains an envelope in which ;here are
pleces of cardboard for f ng squares. When the teacher gives the signal
to begin, the task of each group is to form four squares of equal size. The
task is not completed until each individual has before him/her a perfect
square of the szue size as that held by others. -The challeﬁge lies in the
fact that exchange of pieces must take place between the memygrs before this

goal is achieved. Furthermore, there are specific limitations upon the

interaction:

1

1. No member may speak.

2. No member may ask another member fof a card or in any way
signal that another person is to give him a card.

3. Members may, however, give cards.to bther members.

The groups are given :wenty'minutés tc work on this task.

This task is a precise analog to so many’cooperatiﬁe tasks; thi/}ndi-
vidual must be concerned with giving rather than ;ith taking ox showing off
individual achievement. As is always desirable if the teacher wants to be sure
that students get the point of an activity, this task was followed by a
aiscusééogi The teacher elicited ideas of what they were doing during the

S
game such’as shg;ing.and working together. This was :linked to the concept of

. b3
cooperation. The €lass was asked whethzr they could have cooperated more fully

and whether they could have completed the sduares under the rulés of the game '
without cooperatién. (See Appendix for pictures of the broken squares, a task
taken from Pfeffer & Jones, 1970). '

The curriculum also employed simple jigsaw puzzles where -each group
member had a bag with one quarter of the pieces. They had to complete the:
. puzzle without a picture of the product iﬁ'front of them. In this case they
89 *

te
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could talk, but of coursa the task could ot be completed without each

individual contributing his/her share.

-

The fourth task ef the’ curriculum was the preparation of a paniomine

~

N

by each group. Each group was directed to choose an action which could be
presented part by part (cues, scenes). The members of the group had to

present these separate actions one bty one in sequence for the class to guess
[

the activity. Groups had to decide on the . sequence and to rehearse ‘the

&

sequence. An example of such a pantomine might be shopping at the super- .

market with the following sequence of cues: T ¢~
Getting out of a car;
Opening store door;
Getting cart;
Choosing items'
" Waiting in line at checker;
Paying for items. ;

-

I have presented these activities in some detail because they are

simple, inexpensive and effective in providing an intrinsically interesting

cooperative experience, wﬁere.the students can be helped to focus on the way
. . /
in which they are working together and each contributing their share or doing «.
.t v
their part to make a successful product‘ff_
—

The final Bloom and Schuncke task was a survival experifence simulatiom,

developed expressly for this curriculum. This experience underlined the"

A3 . %
lesson that human beings must work together in order to survive (1979). gj o
In order to measure the effectiveness of this curriculum, oné week afg%fz

> ~
. -,

it ended, groups of students were called out of their classrooms to help *

develop a simulation activity. Students had never seen these adults before;

and there was no connection in their minds between this activity and their

-~

1 The three tasks of Broken Squares, the puzzle and 'the pantomine are described
using the mamnual, "Curriculum on Scientific Observation" developed by J. Bloom
and J. Stulac for a six week experimental Simmer program, the Center for Inter-
racial Cooperation. They were successful in that setting as well as in the
Bloom and Schuncke curriculum. B

i , 90
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curriculum experience. , This task was a simulated seal hunt among Eskimos.
The participants had 20 turns to catch seals on a'board styled after Chinese

Checkers. Unsuccessful hunters could "die"'or "starve" and thus be forced to

leave the game. There were strategies hunters could use if théy banded to-

.

stickers; they could adopt a set of rules for deciding where they could hunt
hd ~

and they could adopt a set ot rules for determining who would participate in

planning strategies. In an inivial discussion, each grdup selected which set

of rules they preferred to play with. These options reflected the extent to

4
.

which the student would choose a cooperative as opposeq to competitive task
structure.

There were tw; se*s of treated groups. In one set, the four-pexson groups,
had the same membsrship all - the way throﬁgh the curriculum and the evaluation.
In a second set of treated groups, membership was shifted between activities
%f the experiment and again, between the activities and the evaluation. In the
third set o% éroups, the students had never experienced the curriculum. Both
sets of . treated groups were significantly more likely to select the rule
options which involved interdependen;e for playing the game. Behavior during
the game was obsérved and sgg;éd for "ye" feeling and cohesiveness (group
solidarity). Surprisingl;: the tontrol groups received a higher score than
either of the sets of treatment groups (Bloom and Schuncke, 1979).

This is a significant study for claésroom teachers. It shows how

‘deliberate teaching through the experience of cooperativa casks of the value -

of interdependence will create in the students a preference for working that

1
>

way even in a situation outside the claSsrcom. The failure of students who
‘had received this eipg;ience to behave in a more cokesive way strongly suggests

that task structure alone does not solve status or problems of interpersonal

M -

-~
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struggle. As suggested in the first part of the chapter, the students will
. need to acquire behavioral skills for this purpose and/or the expectations

problem will .have to be solved.

Effects of Cooperative Groupwork

' The cla;sroom experimentation of three Israeli researchers shows what
can happen when students are exposed for a long time td cooperative group-
work (%oth means and goals) and to specifié t;aining for behaving in groups.
& group f teachers in Israel had participated in in-service training to teach
them how to trgin students to plan studies cooperatively, to conduct productive
group discussioga and fo help each other cznery out and report on céoperacive
group projects on academic shbject matter. There were 243 children in Grades
3-7 from classes of these téachers in the experiment. 'They were compared to
150 controls who had conventional classroom experience. There werea two
experimedtal evaluations of the children's cooperative behavier with peers.
In the first experiﬁent randomly seléﬁted children Qere called from the
classrcoms. They were given a series of hyéothetical decisions to make where
they were to d}vide some chocolates between themselves and their classmates.
'The decisions‘they made allowed the resegrchers to construct an index of
varying choices the children made. There was an index of Altruism: How
willing was the child to get fewe. chocolates for htméelf in order to
distribute more to group members; an index of cooperation: To what extcnt
would the child maximize his own and the group's paynff? The index of
coﬁpetition yielded the number'of times the.child maximized his own p;yoff at
the expense of th? grouy; and finally the Index of Vengeance told how many
times the child was willing to accept less as iong as thé group got fewer. . '

] , ]

chocoliates. Resvlts showed that pupils from cooperative classrooms wére“

. / ° L
much more likely to receive high scores on altruf@n«ﬂﬂ?cmoi;fation and to
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receive lower scores on Competition aud Vengeance than the pupils from control

classrcoms.

In a second experiment, five-person groups of children from cooperative
classrooms ware compared.to groups taken from control cla;srooms. Children °
were asked to recombine letters from an epigram into new words. They were
told to try to work together at the start and in the middle of the 15 minute
woxk period. Judges, scoring protoccls of group behavior, agreed that there
was significantly more interdependent cooperative behavior in groups f;om

cooperative classrooms. They were more—likely~to~share—answersy—o££er—hely

and request assistance, whereas the controls wera more likely to hide their

papers from one another and to reject assistance or refuse.to give assistance.

The social climate of groups from treated classrooms was also scored as less
4

tense. These researchers conclude:

v

Classroom learning appears to create social norms
for peer cooperation. Mutual assistance, fair
distribution of speaking privileges, collective
decision-making and sharing of responsibility for
task performance become accepted and expected
patterns of behavior in *%e classroom. (Hertz-
Lazarowitz et al., 1980).

NORMS AS A PRACTICAL CLASSROOM TOOL

s

This chapter has presented evidence and made recommendations to the
teacher concerning the “deliberate teaching of norms for the groupwork setting.
There are new norms for behaviors in groups which can Sé effectively taught
using the principles of social le?rning theory. Fu;;;ermore, there is a norm
or preferenée for cooperative ways of doing things, which can be taught by.
experiencirng i;trinsicaliy interesting and successful tasks which require
interdependent means and goails. ”Ihéée two sets of training activities require

tasks of a slightly diﬁferentxtype. ﬁe recommended simple collective discussion

"tasks using an observer role (or group self-evaluation ) for training group
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process skills. The work of Bloom and Schuncke suggests some vary specifically
designed tasks which have the lesson built into ;hem that cooperation has a very
special capacity to produce desirable results for certain tasks. Both these
kinds of truining activities and tasks havg their place in an effective class-
room training program.

Ehenéﬁvantage of haviﬁg the students internalize ihese norms is ;hat they
provide a way for the students to work effectively on academic tasks in group-
work. Although the tasks racommended here for tr;ining purposes have been

,_nonzacgdamic—in—naeure;—these—eﬁperiences-prepare—the~studeuts'to move on to
the effective use of cooperativ;vcask strucghres applied to academ;c goals,
These training experiences have used taské which are intrinsically interesting
and . produ;e satisfying outcomes. The students have thereby learned that

"groupwork is effective for accompli;hment of goals and can be made inter-
personally rewarding provided certain skills are employed. From the teacher's
point of view much of the problem of classroom manageme:nt is solv?d through
the internalization of these norms: Students becom; willing to wgfk with each
other on assigned tasks, largely on their own. Tﬂéy will help to monitor each
other's behavior through peer enfoécement of norms.

After the Qnalysis in this chapter, is it any wonder that when teachera\
abruptly compose students into discussipn groups without any‘training and asks
them to come to concensus, that students are unhappy and dissatisfied with the
experience? .Is it any wondef that the quality of the discussion leaves some- T
thing ta be desired from. an educational poinf ofat'ew? The delegation of tasks
to the group, in itself, represenEs a radical shift from conventiuvnal class-
r&oms.' New norms must be in place in order for groups to carry out their tasks
in an.effective and responsible fashié;. Students must learn how to recognize

those special behaviors which are desirable and undesirable for the groupwork
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setting. Furthermore, for many of the behaviors they will need practice
because they have .not had many prior experiencgs with successful give-and-take
of group discussion with.people whc are not faﬁily or friends. - Finally, they ,
need to' have some grasp of why collective discussion or working together is
an eﬁfective and desirable way for human beings to achieve desirable ends. For ; {
all this to happen the teacher must invest some time in training activities ) 4
prior to using groupwork requiring collective action. The i;vestment of
precious‘time has a payoff in terms of success ful group functioning throughout
the year; it is also a reasonable'investment for the acquisitioﬁ of important

~

skills in work and in life in organized social settings.

v
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Brekén Squares

-

Materials:

,,Maﬁg oﬁe set of shapes on the following three pages per- four-person
group. Use stiff material of different ¢olors--red, orange, yellow,
. green and blue. . 3 ’

-

Divide up éhépes info four sets and place in envelopes with numbers
one through four on the outside. Place zll four smaller envelopes
in one larger envelope for each group. ) -

[ - . v

Purpose: . . -
- To introduce the practice of cdoperation. Stydents participate in
an activity that requires each member to contribute. -
Procedure: ! %, ‘
’ Divide students into four person, groups using prearranged list.

7

Pass out packagés:of game pieces, one per member.

A1

Give directions for game.

Instructions to the Group: ) .
In .this packet there are four envelopes -each ofjwhich contains pieces
“of cardboard for forming squares. When you ave given the signal to
begin, the task of your group is to form four squares of equal sgize.
The task will not be completed until each person has before his or
her a peérfect square of the same size as that held by others.

These are specific rules you must follow during this exercise:

1. No one may speéak.

y . 2. No one may ask gomeone else for a card or iﬁ any'wgy éignal
: that; another person is to give him or her a card.

3. Members of the>g;oup may, however, give cards to other members.
Are the instructions clear? (Questions are answered)

Teacher gives signal,a:Begin'working."

$ .
Procedure Aftér the Task e . T

Purpose: — e’ . . -,
To develop the concept of cooperation so that students will understand
the process. ' :
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Broken Squaréé (continued) ., - » .

Procedure: I ’
¢ Discuss meaning of cooperation. 5 ' . o » e
What did you do during the game? (Elicit idea of sharing, working » >

. together, etc. and link .it to the concept of cooperation. Cooperation
is defined as working together on a-project to groduce a group project.)
e - '. . - . 1 ‘

o,

*. - Could you have cooperated mére fully?

Could you have completed the sqyareé under the rules of the game j#thout
¢ cooperating? o : .
Aftér discussion extend the idea of cooperation tov future groupwork - .
activities to be carried out in the class and to adult activitiesn
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° Giving.Roles to Group Members

~ o

.

L] ’

‘ - ’

Most: human groups in adult: work set:tings are different: from t:he classroom

gtoups we have been describing in several import:ant: ways. First, the work is' 3

often. divided up be't:we_en the members <::o t:hat.: di‘fferent: péople are respons::Eble '

for different: portions ?f the job. The may meet: as a group only’ for ini'tial ‘\A v o

planning or for'assembling t:he final group product:. In t:he second.place, most:5 -
g‘w‘.vho ;re execut:ives or group le‘aders.. These are .

°

work groups have some members

specialized group members who are supposed to behave different:ly from -other

members and who have the right: to t:e11 other members what to do and-even, l\n L :1
H

many cases, final responsibility ,and decision-making rights over t:he group-

product. These leadership roles do not: arise spont:aneously during t:he cours\e A

".of the group's activity; members are officially given these rol’es by higher R >

aut:horit:y' in the organizat:ion. Such patterns of groupwork can be highly .2 B
efficient and)productive of sat:isfact:ion by “group members., The inst:ruct:or ' :
.should consider using them in the classroom. 'l'ake first, the simple divi'sion\ .4
of labor .between different: group members, if work, is divided up this way,

everyone has t:he comfort of a clear underst:anding about what: he/she is supposed
< o

)

t:o do to” cont:ribute t:o the group product:. Such clarit:y makes for happy and
-

satisfied part:icipant:s. A teacher may make t:he initial decisions tabout how t:o )

divide up t:he labor and how to pull together the’ final product.,” ~~ T T ’i" R —
e e et e ',‘___ - -
. There are advant:ages t:o»ut:he use of leadership roles as well. For one t:hing,

' these groups suffer less from st:at:us st:ruggle tHan t:ruly collective groups :

e e it

becausé t:he st:at:us [order is clear

The—t:eacher -

- [er .-

has it well wit:hin his or her power to appoint: group ]eaders for eaqh of the
N - i

collect:ive task grot.p_a..._ﬁurt:hermore the teacher has the aut:hority to specify

’

-

]
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. _ exactly what the group_leader has the right ;nd duty tofdo with respect to the

rest of the"group:members. From an educational point of vieﬂ, use of these

techniques has some drawbacks A rigid division of labor plus strong leadership

s béfférnscqn be associated with a lack of creative interchange between pérticipants..

4

-

1f the teache% simply divideq:ép the job into sections, and the group members ‘.

s
o have very little to do with each other, then they*are: able to profit very little
v
from each other s finel 1déas. If ﬁioup members are then asked to put “thedr .
.o X K .
individual contribgtions together in a final report, 'that report is apt to ba‘

F 4 -
very poorly integrated. o ‘
; . It the teacher appoints~a group.leader. 10 dominates the discussion, then
; members will tend to listen'more to the grou:}leader ‘on the content'of the Co
L , » even though other'group nembers may have more valuabie ideas. Furthermore ?
amohnt of interchange hetween group members is greatly reduced if the leader ;‘
- k is onstantly saying whose turn it is_to_ talk. A classroom group. leader’'with. theT? .
. " power\to direct discussion‘and make final decisions will.often .cause the group "
- to give up and let the leader do the whole task. ;L - )
.£5 ° How can the*élass;oom\teacher gain some of the advantages of clarit;land .

L2 T

' efficiency from dividing up the labor and using leadership rules, without

sacrificing the active learning which“takes place ﬁuring creative interchange?

v o.

The ansﬁer to this dilemma depends on an analysis of the"task the teacher has

v

in mind. Recall firgt, that the "creative interchange" will pot. be accomplished
' ~ 1
f*”—witﬂgut*some“sort“ofrspecial training and socialization Jof special norms “fot.how

to behave in 1 group discussion. Secondly, keep in mind a collective task where

everyone is working on the very same problem simultaneously is time-consuming
and quite wearing on the participants. Thirdly, the collective task with no -,

divisiogtof labor and no use of special roles, sets the stage for self-fulfilling

.prophecies based on status.
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The general'pfinciple here is as follows: Concensus groups where there is. *

no formal Ieadership‘and’no division'oﬁ labor are very costly in terms of

a7

interpersonél coordination, time, and the level of skill they'require\from'éach })
group member. They are likely to suffer from status generalization or ¥ oy

status struggle. Therefore, I recommend only short-term use of such leaderless

—
*

groups. With proper tra:l,ning, these 8roups may be suitable for short-term

tasks, If the instructor is designing longer-term projects for the class, then

it is necessary to pull out those stages and phases of the task which are in,

kY

most critical needef maximum exchange and creative problem—solving. These

particular stages can use the leaderless group. structure, while dll the rest of

the project can benefit from combinations of division of labor and special roles e

for’diffexent group members, including leadership roles.

- N
~ -

-

«v Two of the stages of a long~term project which benefit from ¢reative inter-

-.-.—_«..-

change are: the initial planning sessirns and the integration”and preparaqion T
of the final product. Initial planning sessions require'open‘and creatiVe
interchange on several grounds. Obvipusly, the project's outcome is largely
determined by the depth of the.analysis of. the problem and the decisions taken L
on what activitiss.will lead tp a good outcome. If the studerits are discussing’

a socia1 studies project 6n Puebib/dweilings, their fingi rgport or presentation .

@

_ is only as” good as t.eir analysis of what are-the important materials\to be

& £
,,,,,

gathered and activities to be carried out B“ 1ndividua1 group memberi ‘such as

7 \

construction of models. At the college level' if the group is asked’ to do some

I

. .. N

library research on one. aSpect of alcoholiSm‘and write a.group paper, the.
¥

. quality of that paper is dependent on the initial intellectual analysis ox the

problem and the revision of that .analysis in-the face®of knowledge that parti-

cipants gain in the course of their research

AN \ L. - 4\
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A
~—
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. "group-life" reason for making this initial stage one in which everyone is a
- . N . /7

full participant. It_is through this initial stage, that indi%iduallmemﬁers

.’

develop a dense of commitment to the project and to the group. If cne or more
o .
members feel that‘they q;dn t really have a hand in the planning of the project,

. they may fqglrffégfta let the more active contributors carry the burden of the 2

4
[ 4

. ygork. Iﬁ,‘in coptrast, everyone feels that he or she had a fair chance to
//;,,“r/// have-a "say" id the initial.plans and accepted the group decision only after
N atguing the issue and acceptiné or cbmgromising‘in some reasonable tashion,-

~ ’ then there will.be much less pratlemiof "letting the group down" by failing to

’ '

< do one's job. After all,the other members will feel free to say, "You took part;

and you agreed..that this was a reasonable way to look at the problem and do the,

N )

job. §o now you have to do your part!"

The_preparatidh of the final repntt or_outcome is also & time whg;\tﬁb\\

! . ' . ~ \
e of the task requires an open interchange. Particularly, if the grogP t
s #

s has been ugh™a pe;iod where each member’has bten away from the groug\doing

.

LN

s some research or creating materials for the final product, the group needﬁ\tp
. - ' ' AN

E ] ' learn what each memberhas fourd out. “Although some of this process can take . _

~,
' a somewhq@ different way than they did as individuals. This is a challenging' .
:? ) inteilgttn:I\taak of integration. It is .also a challenéiné interpqraonal.task,
k\\\ \\\\~bbcagse it is naeh{\:::y.to take criticism'anq\g;alﬁhtion.ftpm others. Unless,
- \\\§§\< some‘ctiticism and ev \nation takes nlace,the'finai proquct'of the:greup will
. ~. \;\be striung together in a mechanical fashion; the members will iaarn little more

o
-~

~ - e~ e
than they might have learned doing individual assignments.

'S -

/

. - 503
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L. TES Lm;ismr TECHNTQUES .

. In this chapter, I want to prop6se that even during these critical stages
of planning and integration oY/groupwo:k projects, one can use a*limited leader-
ship role. 'This role 1s more that ofga facilitator than ‘that of a "boss" with
axecutive decision-making rights: Eyeryone understands that the.facilitatot

does not have control oved the content of'the decisions or discussion of the
[

group. Instead, the facilitatof’has much more limited tunctions such as seeing»

to it that everyone participahes or kteping the grdup‘on ta?k and away from

‘\irrelevancies, ot making sure that the group makes its cleaé decisions in the

[

time the teacher has allotted. ‘ | f )

The use of a facilitator has the advantage o& efficiancy because one

» ¢

member is in charge of seeinthhat the job" gets done on time as well, as the
¢ \
advantage of. preventing status struggle and dpminadion by members of the group

[} .

who have high academic or‘%ocial standing. No doubt one gives up something-in '

.
the way of ‘a free and full exchange of the well-trained leaderless group, but

.® o

like 80 many decisions made in this businéss of groupwork it is a "tradeoff"

.~
Id

of the relative aﬂvantsges and’ disadvantages of each technique. .
L

Assigningﬁleadership roles. The instructor has the authority to- assign a

-

T limited leadership role to a member of each group.’ If every group member 'is to

. b .

j accept the "facilitator" as a legitimate leader, then it is essential for the

<

instructor to make this assignment of roles in a clear‘and'public fashion. Both

the person who is to be the “limited leader".and every member of. hid/her group

. . -

W 6 f '
must understand that the instructor has given authority €4 the person ¢hosen for

,the role. Furthermore, the exact nature of the duties-of the léader must be

4

public knowledge, so that group'members-understand that the leader'is behaving

in a certain way only because he[she is expected'to do so as part of the_job.

°

For example, if it is, the leader's job to see to it that everyone participates’,
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an atgempt to tell-an overly talkative member, "I think the group understagds "

. . " . L 22
your point:.%f view; we need to hear some other ideas," will be less likely to

be taken as a ‘persom.l insult} it will be supported by the rést of the group.

e

I have found that laying out the leader's role on a large chart and 1eaving

1

}t in fréntxof the class helps to achieve this %iarity and power of 'the teacher's

fassignment of leadership. When this is done, even the meekest student will

tend to step forward and play the assigned role; and the group members will respond-
. T . . - .
with regpect. ’ =
. ’ . y e
T SelectinB sﬁudents _for leadership roles. Because teachers believe that many
A

students do not,have the capacity for leadership roles, they tend to select~either

the most successful student or the gtudent who 'is obviously a social leader in the .

~
-

.informal relations among the’ students. Selecting the "aatural social leader" has

kY

the additional advantage of coopting possible threat from such stuvdents who are

. ’ .

sometimes-capable of 1eading a revolt against the teacher-s ideas for a new

’

instructional.format.\ o«

+ L)

If the leadership role

v

I would like to argue against this common practi

is p'operly and publicly defined; and if students are pro erly prepared for any

requis re skills’ thg; will need, a wide variety of students can play such roles

; e

as that of a facilitator. Furthermore, the oppprtunity to play such a role is a -

- -

much-needed boost to the status of many students in thé_classroom who are regarded
by their peers as meek mild and incompetent.' In the ‘case of females who aé&

) T .
widely believed to lack_leadership capability or din the case of minority children

who constitute only a few class members and are udrepresented i1 adult positions ‘

i § - . .
of authoritys; it 15 essential to attempt to change the aura of powerlessness that
surroundsthem. ) . ) . : .
’ ey ."

The ré&son, I would argue, that teachers _believe that only certain children

«
<3y o

have the capability of carrying out leadership roles is that, under ordinhry

cond‘tion?,,xhe leadership role is not properly speciffed by the teacher to the

+

¢. o A N 10..1 . ) . . .
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potential leader and to the class members. - Therefore, the student is left to

fall back on his/her ther statuses such as "best student" or "social leader"

a student with ordinarily loy or middling status ih the classroom, will indeed’

have difficulty in persuading the group'to do auything.

There is a further advantage in rotating the limited leadership role, so

” ”

that each membe* of the group gets the chance to play «ne role of facilitator.
,'l’!
-This givas every member a chance to play ‘the role of the- "other“'and will do

- l

much to‘reinforce such important\ideas as "giving‘everyone a chance to parti-

¢ipate,” and not going off on irrelevant tacks. It will also Yelp to make-
H 3 . - .
‘everyjmemher feél like a responsible -and participating part of the group.
’ . -7 . ~

Effectiviness of Facilitator Roles. -

{ )j . - - - . ¢ ~

The facilitator role has much to reccmmend it. Even without training, it

4

will help to prevent domination by & high status member of the group, as we

\

shall see in the next chapter. In this‘section,"I will present some evidence

L -

for the effect of 2 facilitator-led classroom group gathered from the work'qf

. * /
the facilitators. . < .

students from inner city classrooms to play the role of facilitator in small

groups working without the teacher. Her study compared groups with trained
- ~ [

student leaders to groups 1léd by teachers and 3roups with untrained -student -

\to agreement as’ to what was the best thing to do. Ehus her .task was highly

interdependent; it demanded consansus from the group. - Furthermore the groups
were mixed on racial ard reading status. If she had not interfefed-bj using,

a facilitator role, the £tage was set for domination by high status members of

all-student groupsa ) ’ . N .

Fuh
<O
G

0

A o -~ -

. Rilcox demonstrated that it is possible to train fifth'and severith grade ’

\

40 pegsuade "the group to comply with his/her requests: Under thosa conditioms, ‘

Mary Wilecox. I.will als? give, in sOme detail the method she used for training

leaders. Her discussion\task involwed a moral dilemma, the ‘students ‘had to come

-

.
“
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Students in groups with trained student leaders were significantly more —

active than students in teééher~1gd groups or students working with untrained
student_leaders. Furthermore, the quality of the contributions of thé members of .

. { i .
groups with trained student leaders was more original and diversified than the
quality of student response in groups working'with teachers. Of especial fmterest .

were the teacher-led discussimroubs. Students were lesy-active; their

achers often felt it N

responses wJ;e more conventional, partly bec

il

necessary to 'moralize whenever a st e failed to illustrate

conventional morality. The result with un’;rainéd student leaders, as one might -
: . - N = o = //
~~expect, was highly variable (Wilcox, 1972). P

e

—

Wilcox training methods.: In the Wi%ggg,study;”égch group experienced four

-

——

discussion sessions under i:he/diféc/tiou,“.gither the teacher or a student ~-

leader. fﬂfgll/conaifisns, Wilcox posted om a chart the questions which the o

grouﬁ/;;; to discuss and decide on the best answer. In" addition she poéfed

\

explicit criteria for what makes for a good g:gup'diééussion:

e ~

Give everyone a fair turn.

-2, Give ns for ideas. ‘
3. Give different i a8, . : 3

-~

She.chose student leaders who' ere peither the most nor the least socially

~

. . r .
pgwerfuljhembnrs of their classrqoms. They received an intermediate number of
NS - -

. \
choices by their classmates as people who could get them to do things. g &

Those students séIected for the .trained studeng leader conditign were % °
\ given the job of heléing the group to méet the three criteria for’what makes for
a good group discussion. During the initiahatr4§ning session grouﬁ leaders were
told the following: .
¢ noys; and girls, we're going to see slides and hear a story
about some children who have a problem--and you've been chosen

-~to lead the discussion after we hear the story. This morning
we’ré going to.talk about and practice how to be a leader.

o N/

*

\
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There are different ways a person can be a leader. Different
people have different ideas about what it means to be a good
leader. Some people think being a Lpadér means telling everyone

- . what to do practically all the time: Some people think a good »

__leader means- letting everyone do just asihe p1eases-not inter-/ 5
fere with their fun. And some think--and this. is my idea/tno--
that a good leader is in between these two., I tE;nk/being a good
leader means being a part cf a-good group*-t king with the ccher
members-~letting everyone tell his ideas-<being just like the X
other members--so long as evejzzbi is going okay. ¢

But 1if things re’ﬁﬁz/gi;y, then the good leader knows how

to help When wouldn't things be Going okay? (Children
“suggest, and if not, trainer mentions the silent group, the
non~participator, the monopolizer.) 'If someone in the group e

never gives anyone else a chance. to talk--or if one person

doesn t talk--a good leader can help by- asking a. question--or

reminding the .big talker that someone else needs a chance.

We'll talk about--how to .do this without making others- angry.

But remember-—the ‘good leader uses these ideas only when they're

needed. Most of the time the good leader is just .ike everyone i

else 1? the group, listening and taking turns talking (Wilcox, g ‘
P. "145 - -

-
N . s

. The leaderg were then shown a tféiring film of a group discussion with

0
~

" a leader who talked more than necessary. This was followed by a discussion of

Vs

the performance of this leader. The trainer noted 3ny comments directed to the
‘three suggestions on the training chart. ¥For each suggestion the*qrainer
éétually rehearsed with the leaders how they could get the group to adhere to

these suggestions. The students then role-played a discussion such as they would

lead. They were directed to-stop the group discussion after about five minut

and ask members to evaluéte how well they were doing by the criteria on the
suggestion c;art. ) v
This initial craiﬁing session took 30 minutes. There were shortér follow-up
training\perioda orior to the following sessiong of eacﬂ group to help the
ieaders &ith participation problems they experienzed.
. There are several key features to Wilcox's techniques. Note the way she

laid partfcﬁlar stress on Limiting the leadership role, so, that the student

leader wogid\not become too dominant, particularly in the ared of the' final

o - LY

1y
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content-of the group decision. She made sure that théy would recognize such
undesirable leader behavior, by making a special slaining film. Furthermore,

when she felt that special skills would be neceégary for enforcing criteria

- for desired behavior on\;he group, she prq/ided strategies and opportunities

T

‘she provided feedback on the proﬁ}émh they wereJéxperiencing. .

*

vﬁfhis is not the cnly way to train facilitators. However, it does embody

scme ﬁey {deas,of clarity of the role and céreful preparation for new skills

g

-t ‘ . % - l

(for practice for the leaders~in-training. Finally, in the follow-ab sessions, ﬁ

- Y /, " - ‘

l

|

that are involved. Regardless of the age of‘the students, the instructor y |
. +

should always try to achieve this kind of clarity and should stop to analyze 1

) |

l

whether or not appointed facilitators will have the skills necessary to carry

A . LAY

out the foIg. In the next chaptetr, we will include a less elahorate training

program for facilitators which we used in academically heterogenebus iaterracial

- . \ /

fourth, fifth and sixth grade classrooms. ’ ‘ e
k - . »

] T ‘

|

|

Varying content bf‘thé facilitator role. If the goal of having a/,//”

facilitator is to create an open‘;xchange, then it is alwayg/g/gﬁga/;;;a to
limit the role so that the facilitaxo; wily not dogiggtefiae content of éﬁe - ;
digcussion. It 13 also essential to.ﬁeep as one of thr expected roie behaviors
for Ahe facilitator:—dhking sure that é%eryone participates and listens. Beyond _
that, the content of the gpleﬁcgg vary with the task at ﬂand. In the interests
of efficiency the facilitator can gather the group together, keep them on ' ) |
schedule, and see to it that a final product gets turned in on time. ‘ . ‘
' It is -possible to break up the facilitator role into two limited leadership
roles. One gegsﬁh\might be assigned the job of moving the group through‘its
agenda, getting evérx:ne's opinion; another'member might be assigned the role

~

of eaéing_interpersong} conflicts that arise and being attentive to the feelingsi
‘of individual members. Ina training program which divides task and socio-
emotional functions of leadership roles, Schmuck and Schmuck provide 'some’

T
|
1
1
[
J

£ . o

£ |

w o
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excellent components of this second leadefship role? ' &

1. Encouraging: being friendly, warm and responsive to others;

iccepting others and their contributions; listening, showing
regard for others by giving them an opportunity or recognition. 4

* 2. Expressing grohf feelings: sensing feeling, mood, relationships - -
R withid the group; sharing-his own feelings with other members.- Lz

3. Harmonizing: attempting to reconcile disagreements; reducing “’p?
tension; getting people to explore their differences. - .
. . 3 1

4, Compromising:.offering to comprimise his own'posigion, ideas or T
status; admitting errors; disciplining himself to help maintain * ’ RURO
the group.:

(Rtchard A..ééhmuck and Patricia A1°Schmuck.‘:éfoup Processes in the -
Classroom, p. 86, 2nd edition, William C. Brown Company, Dubuque, .
’“;gwa, 1979) . . .

-

Ag with the more task-oriented fgcilitator role, it is essent@hl to tgain
students Eé recognize these leédership @ehaviors when they occur and to develop
strategies for fulfilling these leadership functions. Theinample from Scﬂmuck
& Schmuck. is for secondary school studentq: bﬁt a siﬁplified V;rsion could bé

developed fo; younger children.

St

Other limited leadership roles are_thosé.of secretary or recorder'of the

[

. N
group, representative of the group to a coordinating committee for the entire -

classroom, or reporter for the group decisions to the class as a whole. With

more mature grbups who have zhe task of. synthesizing individual productions into -

" a written or oral report, an excellent specialized role is that of Summarizer.

’

The Summatiéer works with a chalkboard or butcher paper up in front of the group,

14 - <
getting down they key ideas under discussion. This is far from a mere’recorder"s

role; the Summarizer has the job of leaving out issues he/shé considers irrelevant

1
to the task at hand and higﬁlighting disagreements between ideas that will need
. .
to be resolved. The advantage of this role is that it tends to depersonalize }
disagreement. The argument 1s one between ideas written up on the board rather

than between the individual who proposed the ideas; a good deal of objectivity

112




\

~

- -

( M ) . _ Groups
: J -99- : o . )
- ' .
is gained. Adults who are unwilling to say negative things about each other's - 4
. \ A : = e . ‘
//gdeas face-to-face, are enabled to be objectively critical when faced with the - ~1
> . . - 1

‘mind. We have recomnended a limited leadership role for groups with long-term
* / f

projects. By limited is meant' that the leader does not have executive s <

When it comes to influéncing the final decision, the limited leader plays 3 role

' ship roles may be rotated between students, over the course of the project. This

'and strategies that the instructor.feels the students do not have, then it is

\

ek 43 .\
tra Sk of the time, or attending to. the socio-emotional needs of the group members.

ideas-separate~from-the-person. ' s

Summary. 'To review the major points of what I have been suggesting aboufee T
leddership roles, I want to stress the major ideas the teacher should keep in-

~ . .-
s

-

decision-making rights over the group,'but is restricted to tasks like seeing to

it that everyone’ participates or seeing to it that the job,gets'done on time.

- - N
.

-

like any other member of the-group.
A wide variety of students tghould have the opportunity to play the leader-

ship role-not just the best student or'the social star of’the clagsroom. Leader-

.

will be workable if the instructor assigns the role publicily, making clear

5§f§;1Y what the leader is expected to. do. If the’leadership role involves skills T

essential to fashion a training program, however brief, to insure that these .

*~

students/will have the hecessap& tools for their job. c

)

The function of the limited leader can vary. Maﬂing sure that people

participate and 1isten to each other i8 a key and indigpensable fﬁhggion if the

facilitator is to.prevent certain studen*s from dominating the group. Beyond
J . e

this function, however, facilitators can carry out any number of tasks as an

.

official representatine of the instructor, such as setting the agenda and keepihg .

Finally I have suggested that {€adership can be broken up into several roles

such as the Recorder, Reporter, Summarizer or Socio~Emotional Leader. Without

I4
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becoming overly elaborate, giving'more members some fésponsibility for the conduct
of a group, qua group; will do much to Yncrease commitment to thériﬁﬁﬁﬁrianznr—“*

‘ e
prise and to make the m§;bers more conscious of how they are behaving and getting

-

»

the job done. @ : . ! .. - S

~

;

o

/R —

.

-’ DIVIDING THE LABOR "
To the extent that different people’ in the. group -are carrying out quite’

" differedt roles and jobs; therexis less opportunitx for confiict and sometimes

cvery little opportunity for social interaction altf®ether. In ‘the examples just

given of several leadership rolesvopéwhting simultaneousl? people have different -

o

L
3bbs“to do, but they all revolve around a collective task. such as planning add

1 <

carrying out a groupJ’roject.. Thereforeg.these separate roles do not relieve

- - «

people of the respongi htlity for interacting and making depisions as a group nor

— of the responsibility'for behaving as & regular decision-making member ofﬂ%he ¢

™

¢ 8roup in addition to one's special responsibilities in the role of facilitator,

recorder, summarizer, "etc. - )

In contrast to this,complex étrategy of interdependence andirole playing, it is

possible to -design group tasks where each individual goes off and does his :f Her

'part of the task. These job assignments are "made by the teacher' integrauing.

the parts of the group product may either be doneeon a mechanical principle or

carried out by the teadher.~ This simple arrangement may be highly suitable for
young chil&?en or for tasks where the instructor wants the group to have the
satisfaction of seeing what they could produce by combining their efforts without>$

.,

the problems of coordination or troubled interpersonal interaction. 0f course, -

the intellectual skills in this kind of a project “are not those that .
come from synthesizing other people s ideas but are closer to the kinds of '

intellectﬁsl skills the student can practice on his own. An example of this

approach would be-a presentation to the class on a general topic with each

[
| Sy
Moo

A,
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person responsible for preparing a different relevant sub-topic. The teacher

‘could work with each individual in reviewing and. preparing the student for the -

presentation. %he student could gain Skizlg_igygathering information from

variou;\sources;"pulling the infornation together into a coheréﬁt presentation,

and making‘the presentation: ) '
‘ In between these extremes ?f a collective task group with specialized ’

roles and complete division of'Iabor, with ‘each person contributing to the

group product completely . on his/her own there are various degrees of cooperation
» o4

_possible on a group project\V ‘The group members may work on their own but come

'together as a group to integrate the individual products into a final product.

{
Or, the group may start out as a collective task group in the Planning Phase, -
g0 their separate ways in the Research Phase, and then’ come together orice more
for the Integration of the Final Product Phase. In-analyzing the advantages.of .-

different degrees of cooperationi Sharan and Hertz-Lazarowitz (1980) point out that

as thé instructor requires the group to cooperate more closely, they have to deal with

each other's ideas, take on problems of synthesis and integration, learn to
readjust.their perspective in light of what other people have to say, and learn

PR

the skills of'critical evaluation. If you as a teacher, want your students to
practice'these higher order conceptual skills, then you should be planning tasks

which require the group to cooperate more closely ontplanning and integratioﬁ,f‘
- s : . B i ' g
even though you divide"he labor among the participants. As, the teacher increases

the demand for collective, interdependent interaction in order to gain—these- e

"teaching objectives, rhe_interpergonsl_ and coordimation costs go’ up as well. As

. - -2 . -

'explained in previous chapters, these kinds of collective activities require

) ave .
special skills and training; they do not come "naturally" to eithef children or

adults.
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Further ‘examples of division of labor. Up to this point, I have talked

- - ‘about-breaking down various functions of the group like Secretary, Socio-
: Emotional Leader and Task Facilitator into different roles. I have also” ,
ﬁ ¢ &
suggested dividing up people 8 activities according to the part of a group

d 00

l. . .
project they~are responsible for carrying out. - . : 4
- P~ « B PR I

- A further possibility, used to considerd:le advantage in the social slciegces '
- -~ or social studies area, is%to divide up the group according to different .points

of view on a given issue, The task is to prepareaan argument for an assigned

point of view. The end’progect,is/a panel discussion or debate in front of the

. class. - ' . ) T . .. '
. " One last-example is useful for a collective task group that is going to .
. : o o
have to work together closely. . One can break up the task: qo that -each person e

v

plays a different and cOmpkamentary role; a technical work team such as an .

airplane crew br an operating room team .operates in this way. People work together“’ /;; =

very closély, but each has a different ipd to do. This pattern was used with f

u‘ g

great success for an-interracial summer school project where the students were
-divided into interracial groups for the purpose of making moviés; & highly

‘interdependent task (Cohen, Katz & Lohman).. The roles were divided into Camera

. ) . “ . .
Person, Director, Story Writer, Actor, etc. .Over the course of learning to make

.the movie, each student got the chance to play each role. (Much_to the surprise

of tie staff, the chi1dren thought that the most important role was that of

: w- . .Camera Person, and not that of the Director.) This pattern has the advantage
S of cutting down on possible conflict; it also teaches the participants to take
the'perspective of the other. For the interracial situation it has the prime .

advantage of teaching the students that different people can make very different
and creative contributibns to the group, if given the chance to play a ‘

specialized role. . ’ -
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\\ - THE ‘GROUP INVESTIGATIVE METHOD
In the final-section of’this chapter I would lihe'to describe in ‘some: detail
At i

the Group, Investigative Method developed by Shlomo Sharan and | his cdlleagues

for use in\the schools ‘of Israel. For a complate description, the reader should

see the. chapter in Contributions to the Study of Cooperation Education ( Sharan,

\
aafe, Webb - and Lazarowitz,izdst, 1980), entitled "A Group Investigation Method

nf Cooperative Learning in the Classroom." '

' ——y

For the purposes of this chapter I want t‘\highlight_;he way in which this

-

technique uses both division of labor and a Vvariety of leadership roles. °This

\ \

“ technique is recommended for teachers who want -to develop higher .order cognitive

processes such as critlcal evaluation, adjusting to other people 8 intellectual
-ﬂperspective, synthesis, and.analysis. Another objective is to provioe students
N\,

with the experience’gﬁ_makingfdecisions about futut’“activﬁties and carrying

* r = e et

- .

‘through in an adult andlresponsible manner. In order to accomplish these
L = =
objectives, Sharan et al. have recommended highly interdependent.project groups

whﬂhh continue functioning over time in orderato accoﬁplidkxlong-term projects

. which are presented to the class as a whole. There is a.considerable emphasis

A

placed on the initial gselection of topica and formationxof work groups, so as

3

to maximize each stpdent's sense of control and commitment to the situation. -

-~

In order to solve the problems of interpersonal process which are bound

w v

<to arise in: such groups, the technique utilizes'varied leadership roles and some
’

~—1main.1g in group process skills. Teachers who use this technique receive

~

extensive in-service training as a team from a selected school. There is

considerable attention paid to choosing,projects which. involve a wide range

“of intellectual skills and allow alternative answers, solutions and approache°

as well as a variety of final products as an alternative to oral or written

-

reports. -

.,’;7\ .' ® -

ot




This method of teaching assumes that knowledge does not:develop from
single input and storage grocess. It st%esses.the ability of a group to’produce\;;
"meaning" as a vesult of collective effort. Social interaction and communication ™

play .a vital role in the pupil'e construction of knowledgen

A class engaged in group investigation is ‘sEructured into a_ set of small
’groups, each numbering from two to approximately six students. The groups engage

in a collecﬂfve effort to study a given topic for a specified period of time.
‘“.. 1

Both size snd\time limits of the group are variables Usually,’ groups study’

different aspectsfof the same general topic: Each‘group plans apecific content
.k

and methods of study, carries out its study plan ‘and prepares and ‘presents it

. e

to the entire class in some form. Problems selected are *hose to which there

A}

ctn be a variety of solutions and perspectives. The intellectual skills required

are those of’resding comprehension, summarizing, efficient use of reference booksx,\f
as well as evaluation,.anal?sis in discussion, agg integration of one's ideas
and information with the work of others. . . . - ‘ﬁx

> . ‘

In the initial stage, there is an-elaborate process for identification and z

{
selection of group study topics through cooperative planning by all students.

Special groups are created, just for the purpose of developing lists and ideas

-

of aspects of the topic which might be studied. The teacher plays an active .

f » B
role in helping synthesize these ideas into 8 final list of topics which will

incorporate the suggestions from a iarge nuﬁbef\of people.. Then students are .

allowed to select which topic and group they will work with, so that the initial

“

planning groups and the project_groups are not one and the same. This allows

¢

¢

for students to develop an initial commitment to a group ou" of their own interest

in the topic and their own free choice.of that group. .

The groups then must plan the-learning task,'determining‘sub-topics for each

member and how they will work together. The teacher assists groups at this stage'

”
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'to choose lear;ingigggfs which are not limited to gathering information but .,

involve active investigation. For example, a learning. task migh \be\to\go out

and interview some people with’ respect to a question related to the‘topic rather
» .

than to 80 copy out some information from the encyclopedia. A variety of Sources
A

should be used for the intellectual activities which offer a variety of ideas,
<

opinions, evaluations, etc. The group must also look ahead to the kind of.g:oup

. product they want to produce. This forces them to coordinate their tasks to an

-——1intellectual goal.

The longest’stage is the one in which the iﬁVestigation is carried out. .
Although this involves considerable division of labor,_there may be constant’

need to ifAform and coordinate and coafer between students and between students -
"9 \‘ |}
and}the teacher. During thia.process the teacher may ‘have to stress group

skills and individual study skills. . ° .

Py

The final stage involves preparing the final product. This’ technique is’
3
. unusual in its attention to the problem of reintegrating %he intellectual

projects into -a presentation for the class as a whole. Sharan et al.'recommend

.

a classroom coordinating committee with a representative from each project ,

group. The function of this committee is to keep track of the progress of

&
. Individual groups and plan ahead as to how each product can be combined Into

an overall coherent series of experiences for the class. The authors provide
e

examples of final reports in a sixth grade project on ancient Greece,‘they

-

include a quiz show about 01ympic gods l? large model of the Parthenon,

aCcompanied by slides, pictures and a floor plan, a series of Olympic games;

and a dictionary of Greeiywords used in Hebrew. ) . S ’
In addition to g presentétion to the ¢lass as a whole of edch group's

P - - [

project, the group investigation technique regommends several other strategies

) - -

' for tying together the curriculum unit, Learning centers can be developed
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vhere students canjh/’require to study materials that the instructor wants °

. L

everybody to master as background. Stly, tiie class may be asked to .study

carefully each‘other s projects in preparation for‘ad‘examination which is’-

made up of questions submitted‘by each group on their'materials.

. .

. Throughout this lengthy process, groups are managed'by having different -

membcrs play chsirperson. The chair my be asked to present a topic, keep e
-
track Jof “time, distribute written material, ‘summarize previous discussion,

A S

* focus 'discussion on a topic, or encourage maximum participation.. There ars, ;’

.

e
?nc,

‘’

slso roles Ilke Racorder, and Representative to the Coordinating Committee

3 . 7

which msy be played by various members of the group.

E]

In & three wéek experiment with 217 pupils from lO classrooms in Grades .

.‘2-6 Sharan, Ackerman & Hertz-Lazarowifz (1980) evaluated the - type of learning

vﬂ ¢

taking place in five classrooms using the small group method and the other
_,\A'
five using traditional/methods to teach the same materials. "The experimental

~~ hd « -

teachers hadlfttended a series. of 18 workshops over the course of one and

N

one-half years.i.All the students were .from 1ower sociojeconomic groups. With-
the identical sets of material, teachers in traditional classrooms presented K

ﬁopics verbally, asked questions and gave homework tasks. The evaluation test’
a »

3sed items of lower and higher cognitive levels, using Bloom's taxonomy. In

thr(h out of five grades, the small grcup treatment classrooms did :significantly

-

befter on higher level questions. The direction was as predicted in the other ‘
grades, but d.i not gain thtistical significance. On the lower'level guestions;
the two §roups did about the same (Sharan, Hertz-%azarowitz & Ackerman, 1980 )
The goalS'of the group investigation method are very ambitious from an
intellectual point of view, The students play the role of creative and éctive
"research scholars.”" In order to achieve these $oals a.high level of inter-

dependence is necessaty. The problems created by that interdependence’are

Solved in various ways: building,commitment to the group and its project; use of
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. divieion of labor; group'process‘skills. The developers admit that not-every

.

<

. student ‘can be integrated into such a demanding group; They suggest that

-

+ there are some "students who are not sultable for such collective tasks who

- Y

might well be allowed to work on their own. Other students may be allowed to
shift groups 15 serious problems of copmitment develop The teacher must work
as an intellectual leader ar\; resource person, assisting the groups to develop
°the more - challenging questions and learning tasks, helping the gropps with

. \ the resources and skills they will need to carry" out their tasks worrying
about coordination of the diffe:ent project groups, and paying c108° attention

< to what will be ‘the overall intellectual integration of the: curriculum unit.

At the same time the teacher must be skillfull in assisting groups to ov&rcome
~ s ¢
their problems, without intervening and telling them directly what decisions .

they must make or tellingbindividuals hdw they should handle interpersonal

difficulties in the group. )
I have dwelled a¢ considerable leugth‘gn this example to show -that all of

this “cafy.be accomplished with admirable intellectual results, even with

"¢ children as young as second graders and with %@udents who do not come from
. upper status hopes: Not all groupwork tasks need have such Righ order
' intellectual objectives and _not all groupwork ‘tasks require s ch interdependence;
4 . not all groupwork need place suc h a hea:y emphasis on reading skills. Never-

theless, this example is a stimulating one, suggesting what an elaborate and

, 8killed application of groupwork methods may produce.

i
OS>
—
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- < Groupwork in the Deaeﬁregaz;?fSetting
: . Lo R
The use of amall cooperative groups is often recommended for interracial

claearcoie The rationale for this recommendetion is that small group settings

d\ ! . .
o reduce prejudice and racial eterectyping (Allport, 1954) In addition,

cooperative groups, as we have mentioned before, have been foun? to promote
-incheaeed friendliness and poaitive sffect. For eductators vho are concerned
q‘.yith the integrated echooling experience as a means to promoting interracial

« harnony and geniral aocial integration of the races, cooper;tive groupwork

. would seem the ideal tool for these social goals. - n

Effects of Groupwork: Achievement and Race Relations

There are aeveral cooperative groupwork treatments for the interracial

A
<

\ claesroom which have been the .subject of oystematic research. It is important"

‘to analyze for each one, the nature of the task and evaluation structure; as

1
{

_<well a8 effecte on qtudenta. For example, one cooperative treatment, Aaronson's
‘"Jigsav Classroon” has each member of the grouo responsible for teaching
certain materials to the rest of the group. The groun then is tested on thq
'sum of the materials as individuals, butthe group receives a single total score
reflecting individual members' performance. Thus, stndents are motivsced to
work closely with each other, 1.t only because they arg responsible for

“ e

teaching materials, but because their final score is dependent on the grasp.

each member has of the materials to be learned (Azronson, Stephan, Sikes, e

Blaney & Snapp, 1978). 3

b

A .
After two weeks using.this method, in fifth and sixth grade integrated
[+ - RN

classrooms, learning outcomes were compared to those of students in classrooms

taught by traditional methods (whole class). Results shoved a significant, gain .

N —_—

for minority children in the Jigsaw Classrcoms in comparison to minority . .

4 ) o 12~ v ,

s

will provide int1r£a:ial ﬂequal_statua" conditions which have long been thought
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chiidren in the traditional classroom. There were no differences in test . ’
scores for the majority éﬂiiafen (Lucke:; Rosenfield, Sikes & Aaropson,~1976).
In another study of Jigsaw Classrooms, ﬁlhney found after a six week expefiment,
pre to post—tesﬁ gains oﬁ liking for one's group in the Jigsaw Classroom where
students had been working iL interracial groups. ’A que;tionnaire measur= -
showed increased self-esteem in ghé'J%gsaw Classrooms and declinesxinfghe
conventionally taught control classrooms. However, “Black pupils in bqth
experimental and control classrooms declined in théir liking for =~hoonl; and
Mexican-American children in the control classrooms ehowed a greater liking AN
for school than those in the Jigsaw Classrooms (Blaney,,et al., 1977)

In another popular treatment for integrated settings, referred to as STAD,

¥

Slavin uses interracial groups who receive a group score on a quiz after work

t 4

with highly focussed teaching materials. The score each gstudent earns for his

or her team depends on how well that.student does in comparison to other students A

£

in his or her own abilfty-aéhiébement group in tPe classroom. Thus,.é team is

not penalized for having a‘loy~achfévins student as one of i;s members unless

that student does poorly on the qdiz in comparison with othef low-achieving ' [
st?dentg in thesélgss. They may help each other in studying, but it is not - i
typically yandatedz 'ﬁffects of STAD have been assessed with curriculum-specific

tests and with sggndardized achievement tests. As a control group Slavin has ¢
5. R ) .
used classes working with the same highly structured learning materials, but Wth |

conventional inéﬁr&ctional revards. This is a particularly demanding kind of

- -

|
|
control group; and the results of the three studies with interracial classrooms ﬁ
were quite mi?bd. Sometimes the test outcomes were significantly superior_for . ““‘ﬁ

STAD classrooms and sometimes they were not. In all three of the studies on

A ]

mixed-race classrooms, there’was if incredse in éross-racial friendship choices

-

as a gesult.;f STAD (Slavin, ;980;'Slavin,'1977; Slaving, i§7§,*81gyin and

Oickle, 1980). - | n
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. Bdth tpeaé’approaches make the students depenﬁ on one another for receiving'
a‘favorablé evaluation for their work. There are available many laboratory and
classroom studies of the‘effect of a group reward structure on achievement.
Johnson, Maruyama et al. conducted a "meta-analysis" on 27 studies‘of the effects
of competition, cooperation, and indiviéual rewards on achievement and
productivity. This is a statistical proce?ure in which the authors ask the )
question: How.poéérful is cooperation as compared to competition or individ;al

-~

reward in accounting for the results of ail these studies,ﬁggken‘as~3 whele? .
In this analysis cooperatioh refers only to a group of peopi; havihg a joint
goal, so that to the extent one ;érson succeéds or ;ails, everyone succeéds or
fails. Some of these studies took place in the laboratory and some were.in the
claqproom; ¢0Overall, their analysis found cooperation suﬁerior to competitioﬂ
in prouoting achievemen; and proQuctivity. Cooperatién wa;':\so superior to
individualistic efforts. Some experiments and classrooms tend to combine
cooperation with intergroup c&ﬁpetition, but this analysis sdggested'that
cooperative groupwork without intergroup competition is superior in produciﬂg
achievement. Very suggestive is their further finding that the superiqgity

of cooperation is enhanced when the task is not a rote learning or decoding -
task and when people teach each other and work together accomplishing tha group

goal (Psychology Bdlletin,_;n press).

Desegrégated classroom teachers experience tremendous pressure fos'achieve-
ment for their students. Minority parenté are so hopeful of an improvement in
achievement in the desegregated setting. 7The teachers themselves want very badly

to?mové low achieving students up to grade level as soon as possible. Parents of

P

thé middle class white students often fear that their children will somehow be *
held back because of desegregation; they envision that the academic level of

;?gﬂglass,will~deteriarate“and that their children will suffer by having the

téacher pay more attention to the low-achieving minority student.

e — 3
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When, in the face 6£ such pressures for achievement, the teacher decides
on gr&upwork as a viable alternative for this academically heterogeneous

_setting, 's/he will probably face (or- fear that s;ch questions will be raised)
the 1ssue.cf whether the use of such techniques will detract from academic
achievenent. Many people view the use of groupwork solely as a technique for

making students behavior more "prosocial.” Learning how to get along with .

(4]

others is not seep-as a top priority goal by parents who are primarily con-

-

cerned about success and:scatus on an 1ndiv1§unl basis.
Tﬂe teacher nay’reassu;e anyone Qho'inquirés that the research evidence
on the use of groups with interdgpendent goals, is favorable. At~1eaat, there
is absolutely no evidence that achievement of highér status_ students is
deptessed and there is evidence that under some conditions the achievement of
ainority students-is.ﬁoostédt Furthermore, the Johnson and Maruyama review of

many'itﬁhies shows the'iuperietity of thig method, in general, to that of
traditional individualistic learning approaches.

In review of all_the availﬁble,studies, Sharan summarizes reported -

*

effects on interracial relatipns in_relation to the differences in the nature

of groupwork (Sharan, 1980). ' ,
Mosc of the research studies which assessed race relations in the
desegregated classroom as a function of intersction and peer
helping in teams reported positive effects. In most cases, gains
in cross-racial relations were modest. Nevertheless, it seems

., clear that team learning, in its various manifestations promotes
positive interethnic contact under cooperative conditions.
Despite this positive overall evaluation, some studies proved
more effective than others, and, more important, many critical -
questions; remain to be answered. (P. 258).-

Again, we have no negative effects on interracial relations of cooperative
groupwork, but fail to 'find consistently positive results. Although the
teacher can certainly conclude that she/he has everything tb gain éhd little

to lose from using such tecﬁniques in the desegregated classroom, it is clear

that desired results do not automatidally follow from setting up group tasks
125
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and group goals for interracial classrooms. What is needed is a more powerful
and penetrating way .to analyze the dynamics of interracial “groups yofking under
cooperative conditions.

Analyzing the Status Prqplem

Much of what has been discussed in earlier chapters is relevant to the

duestion of groupwork in interracial classrooms. Nowhere does the issue of

status become so cti}ical as in this particular. setting; and nowhere does the

use of the concepts I have been describing become more valuable than in thinking

¢

out this particular technical and social problem.
L - '
E The core of the analysié‘is~clear; the cooperative interracial groups

& -

that are widely recommended for degegregate& settings make a lot of sense from
one point of view: they are obvibusly far superior to a social setting which
provides no time or place for students of different backgrounds to learn how

to work together or even (o become acquainted with one another. Integration does
Y

'-noc take place automatically on the playground; we now have many studies of

desegregaCed schools d6cumenting the phenomenon of voluntary resegregacion by

a

the children in the play yard, lunchroom, and classrooms (Schofield & Sagar, 1977),

1979). Some desegregated schools use various forms of tracking and ability

———

grouping, so that classrooms provide nb‘ﬁlace~foxﬁ15§erraéial interaction.

- -
v ~

When researchers find improved interracial relations in classrooms with

cooperative groups, it is often in contrast to control classrooms using rigié/
ability grouping which provide almost no opportunity for children of different

.

races to talk with each other,
Clearly, the cooperative small group is far superior to any of the above
arrangements for fostering social integration. On the other hand the !
cooperative group working on a collective task is also a getting for "self- S
 fulfilling” pFophecies based on differences in social and academic status. If

the net result of‘g§oupwbrk is the greater activity and influence of the Whites

+ (4
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within the group in comparison to the Blacks or Browns, then the desegregatéd

o>

situation is only a mirror for the status order in the outside society. This

is not what educators or policy makers have in mind when they talk about sooial
.\ -

integration. This is indeed a classic "dilemma of groupwotk "

Social class. Resolving this dilemma requires an inditial analysis of th

LY

status characteristics involved in the classroom. +In many, desegregated \\

situations, the minority ethnic students come from homes of a far Tower socio-

economic status than the Whites. This status difference has'critical re-

levance for the schooltoom, because lower social class children do less

well on conventional academic curricula. A strong social class difference among
students in a dupstoom ;roducesgreat academic heterogeneity, as” any experienced
teacher knows. And ‘unless some fairly radical steps are taken to interfere
with the process, the teacher will find that a gtatus order based on Reading Ability, -
rapidly develops and depresses the participation of low statua students. :
Race.- Add to this problem, the operation of race as a status charactnristic
in collective tasks. 1If social class'resul*s in a strong acadenic status orderlf
and if the students with lower academic‘status tend to be Black or Brown, then
/the operation of reading status will only reinforce the operation of racial

status. - If White students learn from the groupwork that minority students are -

’ -

less active and influential, -they will come away with evesry racist expectation
for minority intellectual inconpetence\reinforced. This is hardly what
teachers have in mind when they decide to use cooperative interracial gréups.

iIn addition to the problem of reinforcing stereotypes, if there is a
strong status effect operating in the classroom, the minority-students‘hho are
Eoorer in reading will see'themsélves as generally'incompetent at school/taské.
This will depress their effort, their enéagementg and‘their participation, Thus -
the teacher will face the common problem of the sfudent who needs desperately

to put out extra effort to catch up on basic skills but who appears unwilling

127
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to try. In the educational literature this is often referred to as a problem
of poor self-cnncept}u~6oming at the prohlem from status theory, we can see
it 43 not soc much a characteristic of the personality of the minority child
but a function of the classroom situation. " The student is only reflecting

the general evaluations and expectation% for competence he/she ‘iAeceiving

from the teachér and from classmates. . . -

.
Y

If in contrast, the desegregated classromncontains children from differing

racial or ethnic backgrounds but with similar social class and achievement

8
characteristics, then we do not seem to find severe problems based on racial

status and there are more positive intergroup relations. Exposure to minoriﬁies

wh9 achieve‘as well or better than majority ch dren, may well constitute

AY

the equal,status classroom conditions which have long been seen to reduce

Y

prejudice and stereotyping. ' : )

Analysis of Interracial Groupwork e

&

.Now that we have conceptualized some of the peculiar status problems of a

.() “

desegregated classroom with a wide social class_range, we “can return to the

initial examples of groupwork in the interracial setting. In the case.of the -

)

Jigsaw Classroom, when the student who has low academic status (and is probably ¢

-,

Black or Brown) fu&ctions in éie role of teacher of his/her assigned portion
of the lesson, there is potential for an effective treatment of expectations
for competence. Howgver, the task is a conventional curriculum task involving

reading and comprehension of materials. ﬁnless this student is extraordinarily

carefully prepared for the teaching role, there is a high probability that

he/she will not appear unusually cotpetent when acting as teacher. 'In

addition, it ié‘all too easy for the better readers in the group to "take over"
from the faltering “"teacher" and read and teach the materials to the group.

Our experience with training students with a history of poor achievement for

the role of teacher has been that it is best done under highly controlled

4 -
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" achiever, especially if there are some urgent reasons why peers should assist —
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tutorial conditions; it takes‘great patience and “varying amounts of time
for different students. Even when the low -status student is actually per-

. \ T
forming combet?ntly,'it takes further extraordinary‘steps to convince him or her
. P - “ LR,

T~ A . .

of that competence. These conditions are—uniikely to be mét consistently in

! RN

'

: -
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Jigsaw élassrooms.

If this is -the case, then why does the Jigsaw Classroom produce improved ~—

achievement for minority students under some conditions? The answer to this

-

queation lies in the irony that it is' not necessary. to change competence

expectations to produce some improvement in learning. When there is no group-

work many low status students withdraw from their assignments-and put out very’

1itt1e effort. The Jigsaw Classroom is a compelling group situation, in which
. P

it is in the interests of the éroup for poor achievers to do well on the exam.

~ .

The group ‘cannot "afford" a poor performance from the low achievers. They Vilf

read the materials and‘explain them 1if necessaf&. Thus, the poor.student is o e

much more likely to,become engaged and.ia,not allowec¢ to fail just because of
~> . T

a reading deiiciency. Groupwork can produce increasel engagement of thé low

12

such students. Furthermore, if the group process 1s based o.. norms of

cooperative interpersonal behavior, there should be positive results in inter-

.
‘ -

personai relationships among students of different races. In_the case of the

Jigsaw Classroom, there is considerable stress on good groupprocess, so that

the Tasults achieved by this technique in improved interracial relations are
understandable as a product of this training: '

From the point of view of status problems, the Jigsaw Classroom is:probaoly
not a sufficienti& powérful technique to altet’general‘low expectations for - . f

-competence on the part of students with Low Reading Status- (who are more likely -

to be of minority racial or ethnic background). Thus, students may like

AN
»
' ) ¢
i
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helpini the low status student and may have positive feelings about him/her

as a person, but this does nothing to changeé‘perceptions that minority students

A 4

. have less to offer to the group than majority. students and stand fn a sub-

"ordinate and child-1like refationship'to the majority sﬁudenti' Furthermorp, -

’

+ the unresolved problem of low expectations for competence _may account for the

inconsisténcy of positive effects 'on tested learning outcomes of this method.

[

There is a similiar limitation in the STAD technique. “In this case, care

is taken not to penalize the group for the lower performance of the low

rachiever, by having his/her schbre given, relative to a similar group of other

~

low achievers in the classroom. This no doubt prevents the group from behaving

in a punitive 9anner toward the low achiever, but at the cogt of the strong

~ -

reinforcement of the ability\status of every member of the group. As—a-matter

vof fact, in this technique, one's achievement status is officially sanctioned

by the teacher, because one's official evaluation is based partly on one's

ability status. From the point of view of Expectation States theory, there is

little hope of changing expectatiqns for competence based on, reading or ability

status under such conditions. ) Cot

As in the Jigsaw Classroom, there is good reason to help the low achieving

v
'

members of the group to perform. Furthermpre, the use of highly focussed,
structured learning materials'miﬁaéiit comparatively easy for peers to act &s

effective—teachers. This helping behavior, in turn, fosters interracial contact

’
AN

with a p.sitive effect.
Note, however,,that the student with higher social and academic status in ‘

the role of "benefactor" of the student with lower social and academit status

who is aeen‘as;n;eding help.” Minority students play a powerless role as group

members who need to be helped. Even though interracial liking can be increased

under these,conditioﬁ3y>bgrtainly,general expectations for incompetence and

¢
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powerlessness of manyAninotity students have been reinforced. Essentially, the

»

teacher has settled for a classroom social structure which mirrors the power,

and scatus arrangements of the racial'éroups in the outside society.

-

l would argue that this technique does not produce equal status conditionms.

, Moreover; the increased engagement and participation of students with low
acadenic'status will not reliably lead to measurable“learning gains.

. . . . - R 4
" . The learning gains of minority childrem will not occur consistently in this

social structure. -
' I .
What are the critical conditions in the desegregated classroon for

accomplishing the twin goals of improved achievement and positive interracial

M

relations? Below I have listed some questions to ask of eny proposed groupwork

treatmen:for the academically heterogeneous desegregated setting:

-

1. 1Is,there a specificxcollecttve task delegated to student groups?
2, Are the groups mixed as to race and reading ability? -

3. Do group members have to depend on each other ior achieving a
favorable evaluation of the group product? " ’

4. Have the group mehbers}legrned some special noyrms concerning
how to behave cooperatively in groups?

If the answer to these first four questions is "Yes," then one should s€e
"significant improvement, in interracial relations,over‘the situati;n where the
answer to these questions is ﬁNo." If all these conditions are';et, will there
be improved achievement for low achieving minority-students? Although there
" should be improved participation and engageuent in the task and although such |
students will receive assistance from more successful classmates, there are
two more '‘conditions" which must be met before achievement‘reSults will be
consistently produced. ft is necéssar§ to ask two more questions:
5. Is the: ture of ‘the task very similar to conventional class- ~

room work? And is, reading or writing a prerequisite for each
individual to function successfully on the task?

135
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6. Have special steps been taken té’mbdify low -expectations

o for competence by low students with low academic status?

- 1f the tiik.ié highly conventional Endlor,reqhires reading and writing as

prerequisite to .individual success, thén'there are forces working against each

. N

other in affecting the ih@ievement of students with lower academic status..
» ° }

The task i8 collective-«students need.each other to achieve a fgvorable

-

evaluation--and -cooperative norms are operating; these forces are working

.56?:you, boost}ng the ;; icip;tion and effort of the low status qudentx But
the conventional naturg of the task itself is working aéainst you-~your tasks
require only Qkills ‘on which low status students have repcatedly received ‘low
evaluation. Therefqre, they are expected to do very poorly relative to their
classmatea (by themselves as well as by the othera) Under these conditions
I would not expect to-find—(nor-do- the studies find) reliable achievement gains.
Tolobtain consistent results; one has *9 do something about these low
expectations for atademic competence éﬁich aré operatiné in the groupwork
' taak.. This is entirelyjﬁdsaible with a careful selection of task and some
.sp;cial atéps to modify’%xpectaticne for incombéténce. These steps might
include multi-ability treatments and/or the allocation of special roles to
low status students. ' i . e
‘Combining cooperative groupwork fqr which the gtudents are properly
prepargp‘with a treatme;t for expectati?ns open;;the Q;y for-pos%tive social
relations in the interracial setting and improved a;hieveqent for minérity
students with low aqadehié status. The following chapter provides the specific

-

steps a teacher might take to achieve the%e goals.

-
.
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\\\ A Design for Groupwork in the Integrated Classroom ’ .

My ctiticiln of available deligno for*groupwork has been rather sevete.

'When thete are large acpievenent differences correlated with racial or ethnic

differences, the goci of "equal status conditions" is a difficult one to

achievé in the dcu;tcgated uchooi. Thc tnch:; night well uk° Is 1t }‘ 4
tcchnicnlly pollible to achieve the gonls of luperiOt learning on the group
. .task for ltudentn who are’low" ctatul in-the clalsroon and an opportunity for
the equal ltatul interaction wh}chsfcduceo raciat !nd ethnic sterectypes?
In thiu chcpter I will try to show how; using bauic principlel introduced
earlier in this book, 'it. is entirely pollible to design gfbupwotk vhich meets

these social and’ academic goals. I need only outline the steps here because

.
e

} they have.already been dilcussed in prcvioua chaptets. The steps are a
combination of strategies with known effects on the status problem. It makes
gense to combine into a package various strategies which have been, successful
in classroom research ang which have a strong theoretical base. We ere; after
all attempting to achieve’ equal status conditions in a most challenging setting.

There is one limitation of this strategy-which the practitioner must keep

in mind. Even though groupwork can produce superior achievement _on the group-

work task itself, the improved expectations for competence on’ the part of low

status students cannot be expected to ttansfer to conventicnal subject area .

-

instruction. If you want to modify competence expectations so ‘that they affect

a broad range of classroom tasks, then you must attack the underlying features

of classroom instruction which produce genera}ized expectations for incompetence
b .

on the part of certain atudents. \
1. 2




[IRATN '"‘ﬁ
.
’

P - S S e < D s
b3 seo :
[ - . . §

< + 1

T “ . : . ‘ b

- -

K4 .
- -
. 1

e ' . ' . -120 _
~ ‘ . - BN " Groups
i The steps below are a good first stage for the teacher who wants *to ) ~
~‘ - try out the techniques of, treating status problems, but is not yet convinced ‘.
e ) \ *

.

or suffig}eufiy coiifident to make more radical changes <in the classroom.

PR

i Step 1 Selccc;on of Tasks for a éeries of Groupwark Experiencea'

Pick interesting.and intellectually challenging tasks. Pick taeks

o which are related to your curriculum objectives. These’ tasks should
b¢ much more "like the way adults in the work world use their minds,
than the way students ordinarily operate in classrooms.

. [ * v
bt . . Pick-tasks in which you can see that there are multiple abilities
-~ * involved. ‘
- " - pefinition: A multi-ability task is a groupwork agsignment which
- ! does not make reading, writing, oz computation a pke-
! requisite for successful participation. Participants SRS

understand that no one person can be good at all these
abilitias. and that everyone will be good on at least
- % one. Such tasks may involve group discussion, inter-
. viewing, role playing, manipulation, observation,
. « reasoning-~-in other words a variety of skills and tedia.
i
|
1

|
-
3

Examples: Science-expcrinnnts, naturalistic observation, natuf‘
- projects, learning principles of science through
" w . . ; active problem-solving; many available science . .
. r/"\ ! curricula provide rich materials which can be “,

, adjusted so’ that students can zssist each other %
: " with reading and writing skills. o
' Language Arts--understanding and interpretation, of i -
| literature can be wssisted by role playing
- and imaginative discussion of motivation,
>

. . 1 of characters, and of derlying meaning‘bf
. i ' poems, stories and dr,

. Social Studies--uimulatt%ns, oral history projects, -~
. - “community rescurce surveys, discussion of
: . , ) . social issues, dramatic role play of customs
¢ and life style of historical and. contemporary
. societies; learning the difference between
\\ observation and infe:ence in social science;
intervi #tudies of how’ local goyernment works.,

™

ForeigngLanguage -groups of students can plan and act out
conyérsational scenes, such as neeting on the
- : : ) ~Street or orde%ing food in a restaurant.

Visual Artsi-movie or videotape‘éaking with each group
. respgonsible for a sh;yé movie or tape.

-3
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Step 2' Preparing Student for Cooperative Group Behavior .

AnsRysis of your Tasks: What group skille will students need for
your tasks? Will discussion and decision-making be
* involved? If so, studeats will ueed practice in
listening skills, in conciseness, and in being attentive
N and ‘responsive to other prople's ideas, )

In addition, you will want to introduce norms for equal
participation. There may be other ralevant group process
. skills which you want to teach before the groupwork begins
~ . .- or which you may want to teach-when the problems arise.
Orientstion of Students: Stidents will need to know about the group-
work' tasks they are preparing for. They. will need to
understand vhy it is important to learn skills for
working in groups witlf people who are not close friends.
Stress the importance fof such skills in adult life.
Avoid lecturing; use ual aids such as Epstein 8 Four
Stage-Rocket (see chapfer VI). ; . .
1Y . \
Tasks for Learning Skills and Norms: Select an engaging discussion
task vhich is non-academic. A moral dilemma such as the
- Pallout Shelter Task or a survival problem such as Lost-
on-the Mcoon 1is ,good..

Composition of Groups: Plan group composition ahead of time. Don't
plan groups on the basis of friendship. ’

Compose groups heterogeneously on ethnicity, sex, and *
academic standing. Put on the board the composition of
the groups and where they are to meet. Change groups
/ for each new. day of practice.
Practicing New Behayiors: Use visual aids to make sure that students

know what new behavior like "listening" they are practicing.
Use techniques like Epstein'swhich force- each person to

. ] "listen" or "reflect" on what the person pefore has said.
You may want an initial brief’uncontrolled discussion
where group becomes analytical and critiqal of the
problems they experience. (See chapter VI for details.)

Use of Observer Role: One member of each group functigns as an
observer. ' He/she records key behaviors wzen they occur
on observdtion sheet. Observers then report on beha
of their grcup how man  times they saw the desired be-
haviors. Have an assistant take aside observers for
traini’g.

. S
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Step 3. Preparing Students for Multi-Ability Grdupwork )

-

¥

Discussing Mulfiple AbYlities: Briefly describe the nature of the s
- . groupwork tasks. Stress the similarities of what they
) . o will be doing to the way adults use their ninds rather

than . wilarity to their previous school experience.

. Tell the students that there are multiple abilities
involved. Give examples of the specific abilities you
. see are involved. Ask the class for further suggestions
AW as to other dbilities in these -tasks.

J

Explain that nQ one person will be good at all the : 7‘!
R abilities. ’ i
|

|

|

|

|

|

{

1

|

Explain that everyone will be good at orne.

‘Explain that it is legitimate to ask classmates for

assistance if materials are difficult to read or if one .
is having problems with writing something up. (These

(’ - agp only two of the relevant skills and abilities.)

Explain that. it 18 a group member's duty to assist others
who need help.

4

v

s Preparation of the Task: Have all materials carefully prepared in .
oo, " advance.’ Go over written instructions with class as |
o .2 whole. Make clear how group products will be evaluated. |
. - 0 " Figure out how much time introduction will take, so that |
3 you will nét find that by the time you are ready to start
. - the groupwork, the class period is over.

N 1f students are to play specialized roles, be\Eure'they

receive a\special training session. Be sure everyone )
.. <. understands what eejﬁ>of these official roles is expected . N
’ ~'w  to do. . . .

~

- heterogeneous as to ethnicity, sex and academic status.
Group memberghip may vemain constant for length of a

. -~ Composition of Groups: Always plan ghé%d of time. Always make them i
|
single groupwork ptoject. |

. ¢  Step 4. Use a Group Facilitator

4

Appoint a Facilitator for each Group: Select students who are usually
quiet and way be lqw achievers or have little social
influence. Select students who are low achievers or who
may be sgen as "active troublemakers" in your class. Be
sure that these students get a turn to play the facilitator
role. The role may be rotated so that other students also
have this opportunity. Make a public statement that you
are appointing Joe Jones as Facilitator of Group A. Be sure
to provide leadership opportunities for female students as

~ well as male students.

~

x
~
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+ Facilitator's Role: You can have the roie include a number of tasks
udeful to you in getting the parts of the job done on
time and the groups coordinated with the materials and

5 “ vutside sources.

Role should always include the following when gfoup
discussion and decision-making are involved:

See to it that everyone participates.

Keep the group moving,forward on the task

to meet time deadlines.

Make sure that people are listening to each
other. .-

Make sure that people give reasons for their
ideas (especially important for younger students).

PR Making;gole Explicit: Everyone should know what ibu expect of the
facilitator. List role expectatiors like those above
on a chart. : .

Facilitator Training: Facilitators may need help in understanding that

thetr—gple is not to make decisions for the group. They

may also need suggestions as to tactful ways to get people
to participate, listen to each other, and to prevent some

from talking too much.
Y]

Step 5. Let. the Grohps do Their Work

Delegation of Authority: You haye; in effect, delegated authority to
these groups of students to carry out the task, using
your instructions. Their decisions are their own to
make. They can even make mistakes on their own. They
are accoufftable for the group product. Their special

_roles and the norms for behavior will do much to conkrol
behavior instead of your direct supervision.

1

You must Yet go and allow the groups to work things

through without your telling them what to do at every

step of the way. They must learn to solve some problems
- for themselves. o

Problem of Control and Coordination: Remember that the new norms and
the special roles like the facilitator will do much to
control tehavior and make it effective and pro-social.
Remind groups of norms and refresh facilitatgrs ¢én their
roles. Ask groups to critique their own group process

in light of the norms w@nd roles they have learned.™
If task is long-term and has complicated stages, design
some check points, where you can comment on group planms.
You may want to go over plars group has.made with a
. repredentative of the group. Try not to second-guess

their decisions., Make suggestions as to how they can
extend their plans if they are not sufficiently
challenging. Make suggestions of speciél resources

f they may Wwdnt to use. Aslk questions rather than direct

behaviot.
137 .
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If the class is to coordinate their separate groﬁp
activities, have a representative of each group meet
in a special coordination "task force."

If some individuals are very unhappy with their group
and groups seem unable to improve the situation, you
nmay have to intervene and come to the "rescue" of an
unhaDpy student. Membership may be shifted; or in
extreme cases of an individual who is simply unable

o to function in this setting, he/she can be given a
specialized individual role which bears some relation
to the class activities.

-

~

Bring class back together after tasks are completed
for: performance or report by individual group.

|
|
o ;
Step § Wrap-up - : . ' {
" Be sure to include in a final discussion some con- _1
sideration of how well groups operated and he .
. - different individuals made different contributions J

. because of the milti-abiiity character of thetask.

Step 7 Evaluation

Evaluation of Students: There should be some way €o evaluate the
group product. Other students in the class ¢
learn how to be zonstructive critics of the produ g\\\

of each group. You can evaluate the group product.\ .
The group can evaluate its own product if they ‘have .
clear c?iteria. . _ \\\\

N

\

Never attempt to evaluate the contribution of the
individual to the group. You may want, at a later
time, to design a test or quiz involving the sub-
stance of the material learned in the process of
groupwork. Each group may want to contribute items

- . a to the test to see if classmates have learned from
their group presentation or preduct.

.

Student groups .should be able to evaluate their own :
J . . group process and the success of the facilator role.

Evaluation of Your "Engineering" -

You will want to be critical of your groupwork the first time you run it

:hzough:——Did—the—sEudents—find~ehe—ﬁask-engaging-and—interesEingzmhnid~theyfw~—*~;
learn som2thing from the experience? How effective were your instructions in
‘producing clarity about what to do. Were there management and coordination

problems?

j Sy
Ww
e




~125~ . Groups

Beyond these technical problems is the iss&e of whether or not the ﬁaqks -
were successful in producing equél‘?tatus behavior. +Were the low gtatus
students active in tﬁeir groups? H;s the student vho played the facilitator
. - >
role seen as competent by peers and by him/herself? There are some effective
and simple ways to eavaluate your own classroom. These tools have been
developed in classrooms and do not require special training in dat; collectioq
or analysis. 1In the sections below, I will describe what they are and how to ?
usthhem. Included/in these materials are sample observations guides, a
queationnai?e, andlyn interaction scoring sheet. Depending on what aspects
concern you the most, they can be used seﬁ;;ately or together.

Guige for an Outside Obgerver

It ig extremely valuable to have an outside‘obcerver visit thé class-

room on the day you first start academic groupwork tasks. You will find it

difficult to be self-critical when you are busy orienting students and directing

the groupwork. Perhapé the ideal situation is to have another teacher present;
you. could return the favor and be the outside observer in his/her classroom.

The outside observer can tzke notes on the clarity of your instructions

and whether or not the orientation held the attention of students and was

ciently Complete and clear to prevent confusion as they proceed with their
tasks. The observer. caa help with a critique of the effectiveness of the
mlti-ability defiqition\ff the task and the discussion of how all the group

process skills and cooperétive norms should be put into operatior in the

academic task. Finally, an outside observer can be asked to listen to you

asgigning the facilitator role--the clarity with which you delegate the role

to a particular get of students.

‘

13 .
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/ﬁhen the students start to work in their groups, the observer can move ‘
around the room watching and listening to‘the students. Are the students
helping each other? 1Is the facilitator doﬁinating the group? If you point

out to the obServer the students you are most concerned about, she/he can keep

A ’ /‘

a special watch on their behavior: Are they‘pargigipating? Do they seem to
understand vhat is going on? ihe observer can check on whether you are
accidentally dominating certain gr;ups, not allowing them to solve their own
problems rather than stimulating them to extend their thinking.

Figure I pregents a sample. guide for an ourside “obsetver. Usihg these

éqédelines the observer can take notes. A conference with' the observer and

his or her notes will prove invaluaﬁle in deciding what needs to be changed AN

for the next session or for the next time you introduce this groupwork task.™™

[y

Figure- 1

Sample-Guide for Observing‘Teachér

-

A.

Your observer should be present in good time to take notes on ypur
orientation and instructioa as you prepare students for their first academic
groupwork,

c oy, N

1. How clear are the instructigns?
2, es the instructor make use of visual aids and student participation
ther than lecturing?
{ \
3. Yow attentive are. the students to the oriegtation?
P L

. 4. Does theﬂinstruc;or make explicit the multiple abilities involved
in the task? Does he/she make clear that reading and writing are
only some of the abilities involved in the task?

L~
[

(&)

Does—%he—insaructox—make—clea;—that_peoplﬁuhaue_the_rigﬁt_naigﬂL
group members for help--and that group members have the duty to
assist others? N

. Is the assignment of the facilitator role clear? Who are the
facilitators? What are they expected to do?

14¢
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Figure I (continued)

- . Sample Guide for Observing Teacher

- B.

Point out to the observer the students about whom you are especially i
concerned. These should minority students with poor academic skills. - - *
Especially important are’such students who are also not very popylar or ’
powerful in informal social relations in the classroom. In :igyzion, you ) .o
should be concerned with other students who are low in acade standing . %
and/or unusually quiet and *socially isolated. The observer should spend -

‘ gome tims-answering‘these questions for edch group. -~ ’ .

- 1. Do some of the weaker students show a grasp of the problem?
Are they participating? Is anyone listening to them?

2. Do you see any evidence of a status struggle in the groups?

- - L) -

3. Is the teacher dominating the small groups?

4. Dpid negative outcomes for the“group appear to discouragé tﬁem?7A

]
S

5. Are students giving evidence of really working through problems for
< ) themselves?

6. Are students helping each other?
7. 1Is the facilitator dominating the group?

8. Are the students confused about what they are supposed to do?

Te—

-9, Is any one student dominafing the group?

&

Ugse of a Student Questionnaire |

~/ N -
If, the students are fourth graders or older, many important questions can

be answered with a questionnaire. If all the children'do not read well, you can

-

read the items out loud. In Figure II, I have presented a sample student

questionnaire. These are questions which have been very successful with children

[

" “as young as nine years. These particular items allow you to examine the success o7

_moi_theﬁlow_statué_students¢”_By»asking_s;udents,ioﬁpqt~down_cheix-names—on—thc
questionnaire, you can pick out the students of gpecial interest and see whether -
they reported part;cipating¢§nd how they felt about playing the facilitator role.

Furthermoré, you can check on the responses of the group members to see if they

“

‘! - 14z
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thought the facilitator role was adequately played. -You can actually.see if
) . “ -
any low status studentq?wefe picked as having the best ideas or were chosen %
4 ¢ W

as having done the most or least talking .in the group. We have always found
that there is a good reldtionsth/Between people's report of such matters aad \

. the systematic scoring-of an obsepver. -
. - . = - . . b

. If the multi-ability definition of the task has been effective, thenfﬁﬁf

1 ”» - P N

_ students should be able to list an ability on which they thought they did well.
’ . J’
Also, they should be able to list some of the abilities you introductd as well

as other abilitizz\ﬁutside'of.readipg and writing.

~ Even the success_of the training in cooperative norms can be checked out

with a student questioﬁhéireu Do they report éxperiencing probléms withlnot

~ - ) ¢
‘being listened to, or talking much less than they wanted to? Did people have

- b

trouble getting aloné infthe group? Would they be willing to Qork with chis
group again? The sample questionnaire contains only some of thé questions you

might find usefGI. _You sﬁould pick and choose according to your major concerns.

9

. [} »
.- * *

You can maké up add;tionéihquestions. ) . --

o

fr
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Samplé;éiu&ént Questionnaire

Name : ' -

Please check with a von the line at the left of each answer that you think " - -
represents your thought or feelings for each question. Remember, there are
no right answers. I want to know what you think. .

.
v

, .
-

Section A . o

a) Intdresting . _ ..
b) . Fair}y interestihg
— c) Not very interesting : .

< d) I was not interested at all
2. How difficult did you, find your’work in the group?

\— PO - - -
a) Extremely difficult - \ .

mnt————

C ' . b) Sometimes difficult ' : Co ..
' , c) Not too R fficult--just about right X
. d) Very easy c e
. - 2% . . -
3. Did you understand exactly what the group was supposed to do? o

N

a) I knew just what to do
b) At first‘; didn't understand

c¢) It was never clear to me

- ' . \f
4, What abilities did you think were important for doing a good job on this '
task?

-

' : 5. Was, there one ability on which you thought you did very well?

’

Yes “ - No

matt——, ——

6 How—many—times—dtﬁ‘?bu have the chance to talk during the group sessions “
- -today?. . — - .

None -
One or two times

Three to four times

Five or more Eimes

)

143
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: /m — ; 7 S?,mgle Student Questionnaire .
~ 7. If you talked less than you wanted to, what were the main reasons?
I felt afraid to. give my opinion )
Somebody else interrupted me :
kf , I wus not given the chance to give my opinion As ' -
I talked as much as I wanted to'
N . ) Nobody paid atention to what I sgid . PR o .
I was not interested in the problem : . "
T was not feeling well today’ ' !
8. Did you ‘get'along with everybody in your group? -
. e :
With few of them R ’ ’ —
) With half of them - o T
With most of them .
With“all of them -,
. . With none of them .
9. Did everybody listen to each other's ideas?. .
Only a few of them ' / . -
S Balf of them ¢ _ ' U
Most .of them ’
e ) " All of them, except one : e
. __ All of them . '
, .*  Section B ° : .
1. Who did the most talking in your group today? . .
, 2. . Who did the least talking in’ your Broup today?
3. Who had the best ideas in your gfoup t:c')da‘y?
» " s ) ) - . . i ‘k
4. Who did most to direct the W ,
| 5. Would you like to work with this group again? e -
| Yes ' No .
N . A, . [
If not, why not?
’ 6. How well do you think the facilitator did today in his/her job? - R

<

R 144 - ‘ .
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Figure II (continued) . Groups

Analysis Guide:for the Questionnaire

-

What proportion of the class found the task uninteresting, too difficult
or confusing?

A,

.
b

B.

c.

How many students reported that the work was interesting or un-
interesing? _ (SECTION A, Q#1) '

”» . s
- kv
How many students reported that the work was extremely' difficult
or very easy (SECTION A, Q#2)

How many students reported that the instructions were never clear
to them? (SECTION A, Q#3) .

? -

Did the students see the task as involving multiple abilities?

A. How many students were able to list more than one ability?
(SECTION A, Q#4) - ¢
, . . ‘
B. How many students were able to list one ability on which they thought
they did- well? (SECTION A, Q#5) . . L .
C. How many of the abilitfes—tisted were like those in ordinary school-
work? (SECTION A, Q#5) , 3
How was the group process? Are there special problems that need further
work? ) . ]
A. What kinds of problems are checked ¢ff frequently on SECTION A, Q#7?
B. How many students report getting along with only half those in their
group or none? (SECTION A, Q#8)
C. How many students report that half of the members of their group or )
fewer listened? (SECTION A, Q#9) “
D. Of those students who said they would not like to work with their

group again, what kinds of reasons did they give? (SECTION B, Q#5)

How did. the low-status students feel about their experience’ (Pdll out
these questionnaires and make these tabulations ) ’

B.

. A. What proportion of these students found the task uninteresting, too

difficult or confusing? 1Is this percent ‘higher than that for the class
as a whole?

What proportion of these ‘students listed an ability on which they

thought they did well? ‘Is—tHEjnﬂﬂﬁﬁnraboﬁr—dﬂrﬁnnmITRrTwr‘the*
class as a whole? -

C. What pfoportion of these students reported that they participated

only one or two times or not at all? ' (SECTION A, Q#6)° cCalculate
a proportion of all the other' students who chose either of these

.two responses. The percent for the low status students and the
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percent of other students who report little participation should
be about the .same if yod have produced equal stags

How succesgful was each group in achieving equal status and good group _ -

process?/ (Rearrange the questionnaires so you have all the ones from -
ej:;/group together) “ - °
A,/ Did some groups t!port more interpersonal pzoblems than others? Orf A

‘weré complaints pretty well " spread across groups? [SECTION A, Q#7, #8, -
and #9) If three_or more members of the same gre make some complaint
about their expetience with the group on one of tl. se items, one could

. reasonably assume that there was interpersonal difficulty.

Ir. how many groupswas the low status student- chosen as having the ’ ,‘

.~ best ideas? However, if you have identified about a fourth of the ° -

class as "low status” then 257 of the choices should be directed
to these students--if you have achieved changes in competence ex-
pectations, y - . ) -

C. Were there grouaa in which almost-everyone chose one of the low — 4

status students as having done the least talking? (SECTION B, .

Q#2). fthis is evidence of a group where you may not have achieved

equal status behavidr. Check the group 8 questignnaire over

carefully.. You may want to appoint this student as facilitator next

time.
: l
D. How were the evaluations of the facilitator in each group (SECTION ~
- B, Qf6). .
E. If the low status student wgs a facilitator, was he/she chosen by at .
least some group memb®rs as having done the most to direct the ’ :
discussion? (SECTION B (#4). - oy

How good were the interracial relations? (Separate out students by
« ¢thnic or racial group membership).

A. Did most of the minority and majority students report getting along
with most of all of the other students in their group? (SECTION A, = ‘i
Q#8). Were the proportioas different for the different groups in s
your class or about the same?

. B.—Whacpmpo:tionSJaid_theyJMLnQLlikeJuarkJiLh_theingmup————-

_again? (SECTION B, Qi#5). Was this oroportion about the same for
the different ethnic or racial groups? . ¢



. out stugents who worked in the same group. Look at-their responses on

Y N ~

3 ' 3roup process. Were there any particular groups reporting'man problems?

This group may peed time to go over the group process skills, or you may’
dncida that. the, hatire clagss needs to work on .ome particular skill that
you'did not include in the early training._ Examine the low status members.
of thacgrOUp:. Were they chosen by anyone as having good ideas or having
dona the most or 1¢aat.talking in cha group? Did they report narticipating
less than othor mnmbora ‘'of the group? Looking-at the data in this way you
. obtain a rare glinpsa into a very important problem—-how is che low status

- ..atudont percoiv!d by classmates? Does this situatipn-work!for him/her so that
he or she is participating and is receiving .some favorable evaluations on.
class tasks “fron classmates? A well-choaen, well-executed multi-abillty task
should have this effedt!

Finally, you might like to look at questionnaire results from the point
of view of interraciar relations. Do most of your students report getting

along with most of the people ‘in their groups? Do most of the students say ~

they would like to work with this group again? Then the students are Yeporting

e

a fair degree‘of interracial harmeny because all your groups are interracial.
_ Do not be alarmed if some students report that they did not participate

very much or are unable to list one ability on which they thought they did

well.' It is not realistic to expect that for any groupwork task, everyone

.

is going to participate to the maximum and see themselves as doing very well.

”

On the very nekt. groupwork task you will find that different people are

participating strongly. rhe situation the instructor wants to.prevent is a

szstematic effect in uhich the minorit;achildren, and/or the children with reading
and math or Ianguage problems are consistently the low participators who do

" not rate themselves well and are not rated well by others.. -

e
*
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Systematic interaction scoring. An alternative to the questionnaire

method is aystemntic interaction scoring £§ an outside observer. This is

e*

‘;much less difffcult than-it sounds., hIt~is relatively easy to obtain a

rough estinate of the rates of participatior of different studen If ynu

‘are fortumnte enough to persuade an observer to visit the classroom, they

can spend some time noting down answers to the questions you have provided

in the Guide for Qutside Obsérvers; in a fifty minute se sion, there will

also be time to do some systematic scoring. However, if{time is short, it
% ¥ Qa -
N will be importadt for you to ﬁave everything ready and tp have instructed

. your observer in the procedureslﬁou want. Each group s ould be cbserved

"

for the same amount of time, say five minutes.

N

' -Select the "target_students" you want to” have obsefved. These -may be .

- any or all of the following:.students wgth low academielstqtu34 minority

students wpo have little social influence among their }assmat%s; very quiet

and non-participating students; students who present gpecial;behavioral

X

problems. Next; mak ont a scoringkfheet in which-you draw—the location of

¢
the various groups around the clas#room, with a box to represent each student

N

in each_group———Fi lly——iabei~th boxes'in—each—gzoup‘which represent target
- W L] .

students. Point out the location of the target student within the group
when the obgerver is ready to score that group. Figure TTT is an example of

such a scoring sheet.-

.
-

The observer jshould spend at least five minutes scoring each group., I

am assuming that fhere will be five or six groups with four or five students

each, . The dbse ziﬂﬁg}mply makes a "hash mark" for every speech a student
makes relevant 'to -the assignment. That speech can be as short as "OK" or it

’ ,
can run on for geveral minutes/ A speech ends when the person stops talking

. or is interrupted by another s eaker. The hash marksare entered inside the

| . /

,/ ' 1

32N
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box which represents each person inside the group. It is vgry important to .
record the contribution of the Earggt student. Sometimes errors ;111 be ‘
caused by nembers of the group moving around and in and out of th%,group.

Try not to let this happen for the targef studéut. If the target student L
moves away from the ggguﬁ and cegses participating, it should be so noted.

The observer has to stand close enough to the group so as to hear and see,4 i

- -~
N

but not 8o close as to make the students aware of what he/shg is doing.
The tabulation and inalzsis of these dafa are very simple. What

percentage of target and non-target students werc never seen by the observer par-
ticipat;pg? 1f ;hese pgypggtions are about the same, then you are doing

quite well in boosting che\participation of'students who are ordinarily

low in participation. Mﬁge precisely, you can examine the ngmbeg of tiﬁgg

the target sgudant was scored in comparison~to the'gumber of times qther
‘people in his/her‘group were scored. The simﬁlest way to do this 1is to
compare the number ~f acts of each target stuéent to the average number Jf
speeches for other member;,qf his or her group. Strike an average for ,the *
number of hash marks for every memﬁﬁr of a particular group.

Then compare the target student's figuré'to the average

figure for his or her own group. . Are they below averagé? Are most of the -
target Students bélow average? If the.éroupwork tagk has bgen effective in

moderating. status effects, some target students should be below average,

~

some close to average, and some above. Incidentally, this method of scoring

allows you to tell ‘at a glance if some member of a group is dominating the

Azxgnp_hyﬁtalking—iar—moreiehan—anyone—eisev——ifﬁyou~ar¢420ncerned*that~your
] B

facilitators are doiné too much of the talking, point jout the facilitators

to the obsefﬁer and be sure that the ‘chserver marks A£hem down on the chart

‘when keeping ‘track of the speeches.
Y 3
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: _ I have provided at the bottom of Figure III some sample calculations .

on the hash hprks drawn in on the scoring sheets. <hese figures give an
N ’

answer to the overall question.of how well the target students are doing,

~ o

relative to their classmates on participation. The figures for any single 1
tafget.student have to be seen with a good deal of caution because it may . ﬁ
|
1

* well be that the particular five minutes the group was ‘being scored was not

v
—~

very representative of the group's pattern of interaction as a whole. This

method of sccring has the advantage of objectivity, but the disadvantage of

! N ‘ the limited nature of the comclusions one c:n draw from the numbers. The
\\\< questionnaire has the advantaég of richness of inferences that can be drawn
a l \\\but the disadvantage of thg subjectivity of the resbonses.
. Figure III

) . Group 4 Sample Intgraction Sc?ring S?eetig Group B : W

' Facilitator - : - ﬁ

11 L .

) ~ Henry X | . ' ' -
| ' |1 S /
T ;: e ‘ | Fécilitator -~ Terrence ’ W

‘ ' Ronal

Facilitator . Sas N
Al

£ \

<7 l // ) /"" l M . ?
- Group C | .

. o T :
Jim . Susie Group D )
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Figure III (coqtinusd)
. Calculations . -
- - o
Target Students Other Students
Total Number ‘ 5 : : 16
*° Number Who Never Talked 1 . 5
% Who Never Talked 1/5 = 20% 5/16 = 31z
Conclusion: A smaller proportion of target students than other
students was never seen talking.
- .
) Group by Group Analysis .
fTarget Students * Other Students
' . Group A -
Number of Students “ « 4
Total Number of speeches 3 . 5
Average Speeches per - . 3 5/4 = 1.25
Student ¢
"Conclusion: Henry talked more than average for his group. -
Qfoup B Calculated the same way as for Group A
N\
Deciding on a methd of ‘evaluation. 4 teacher cannot become a full-
.~ °7 time evaluator. Obviously, one has to pick a practical method of evaluation.
It makes a lot of sense tec try one of these at a time. As you gain experience
it takes much less time to aniirée the data. You may decide that a combination
of methods gives you the best information if the methods do not take too much b

time. . . .

Improving the groupwork. After pulling together everything you
have learned from the evaluation including your own rough observations, come
to some conclusions about how the next session of groupwork ‘can be impro;ed.
It is ver§ important to do this in a systematic fashion. .It will be very
much easier to do if you have a discussion with your observer where you force

A
yourself to make some decisions in light of what you have learned. If you

don't do this, it is all too eagy to forget what you have learmed and return

> - ?
‘to reliancé on a vague overall judgement of "how it went." You are not a

15; "
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particularly good obsérver when you are tryimg to do something new and
difficult like introducing and running groupwork. Furthermore, there isn't

much point to going through the motions of systematic evaluation if you

-

-- - 7 %

. don't pay any gttentiodvfa fﬁéﬂagta, and use it to make decidioms._

Some decisions may have to do with altering groups of\procedures for
the next groupwork task for the present class. You might decide on which
group skills need emphasié-or review before the class goes on with mcre group-

. t "
work. Some may relate to doing this particular task better next year.

It is important to ask yo;rgélf whether or not there are some ways you
could improve your own role. Can ?ou improve your task introduction? Can
you do better by dglegating more.authority to the grotos and avoiding inter-
fering with some of the groups? Did you ask the groups some good questions
which led tRem to extend and expaﬁh their thinking? Write down your
conclusions so you have some note; to look at when‘planning the next group-

work task.

One of the most surprising things is the enthusiasm you will see in

your students for classeg run in this fashion. You wil&\find that students

11

- . ’ who continue to work in pretty much the same way in a continuing series of
groupwork tasks, rapidly gain in skills and move quickly to their work in
an efficient and constructive fashion. What has happened is that they have

acquired new skills and internalized new rules for behavior--and so have

ou! ; -
y ]

[ Evidence
— e L The !hree-part strategy described above was tried out on an exploratory

basis as part of the Stanford Status Equalization Project. Two of our staff

members who were experienced teachers acted as a Stanford Support Group;

they asked for volunteers from the staff of a large Grades 4-6 schoéi";ﬂaw—”
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Wanted to receive some assistance in learning to,ﬁée small groups in éheir
classrooms. ’Six teachers volunteered; and the.Stanford Support Group work;d
with them on a collegial basis for three.ﬁonths in’order to find out what
were the practical problems of implementing research resultg in an ongoing’

classroom.

>
/

Perez (1980) made.a special study of the six teachers who'volunpeered

- v

in comparison with seven who were willing to act as controls. ghe came -

to the conclus;on that the teachers who volunteered wére haviné mo£e
d;écipline problens, wer; less tradiéional in their méthoés gf instruction,
and were more criciéal of their-own’;eaching s%ills. -They wanted to learn
how to do "small groups," because éhey believed in that“kind of instruction.
However, theif own attempts had not been at all successful, partly because
of their underlying disciplinary problems, and partly because of the lack of

training and knowledge in this type of instruction.

*  This school represented a challenging. setting in which to try to make

changes in the middle of a school‘year. The school’s population *had an

extraordinary social class range; there were 57% Black students who were
largely working class. These were mixed with middle and upper status Whites '
and 3 small number of middle class Asians. There was no tracking so that

‘eath class contained a wide range of skills from students who could not read

at~all well to students who were reading at a high school level. There was

v - .
a good representation of Black teachers on the staff and a Black vice-principal.
S,:D -
The curf&éulum placed a strong emphasis on Black History and culture; the PTA n

was active and predominantly Black. The school represented a combination of
a strong emphas;s on academic performance with a social and cultural influence

that was predominately Black.

e
o m s a—
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All of our staff members who were exgeriedced teachers made the same
comment upon visiting these classrogms; they had nev;r seen such active
élack stﬁdents;~‘The Black childrén)tended to demand a good deal of teahhers'~
attentiqp; the teach?rs.worked harq to keep thenm ;ngaged in their work and‘in
their seats. éhere were relatively few teacher aides availablﬁé and the
academié range and liveliness of these students made this a very difficult
setting in which to teach. Furthermore, teachers hadfgittlepreparétion
time a;d no official time to work with éur staff. This meant that teachers
had no opportunity to gtudy the ;eneral prinéiples which have been Eéscri%ed
in tﬂis book. They had to rely-on bfief memos from our stéffkand approx-"
imately eight classroom visits as well as conferences during lunch. ‘

The genéral social clidate of the school was an aggressive one. On a
questionnaire instrument, the Multicultpral Social Climate chle, developed
by Dr. Jaﬁes Deslonde, thgj;tUAents reported:. rather frequent physical and -

verbal conflict of al% kinds..:This conflict did not appear to be .
specifically interracial in nature, gut‘reflected a predépinantly lower
c&ass school climate. Whether or not this level of conflict was reflected
inside classrooms depended on the disciplinary skills of the individual

%

teachers. Many teachers were strict disciplinarians, mak;ng much use of ‘
1§hole class instruction ané»seatwork which they supervised closely. These
classrooms were quiet, peaéeful ;nd orderly. In gther classrooms, where
teachers were attempting to give ﬁore autonomy to the children or were

trying to use more individualization, the resulting discipline was variable.

A few were'highly skille& inﬂmanhgizg this more comp1;§ kind of instr&:tion.
The rest were really having moderate to severe problems in controlling their

classes; in these cases the aggressive climate of the corridors and schoolyard

invadad the classroom.
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‘ in these classroon

,members were Black students who were seen as having lower reading ability.

- ' ’ ~141~ N . Groups
We arrived at these conclusions over a -two year sgudy of the school,

using systematic as well as informal clinical approach¢s to observations.

7
i

In the first year of study, we carried out some studies of status problems .

’ . -

Each student“filled out a questionnaire on which he or she was asked
A l,’ N .
to rank all the same-sex students in the class.as to how good they were at

(_h

reading. ‘Students were defined as "low status" {if their average ranking
by their classmates on reading ability was low. In the school as{ a whole,
‘there were many more Whites who were ranked % haying High reading‘ability
?V their classmates'than there were Blacks. Neverthe}ess, there were .
some classrooms nhere the higher ranking readers were Black as well as
White. ‘ '

we then composed four-person groups, all’of the same:aex, to play the

standardized task of Shoot-the-Moon. Some of these groups had two White
. I

) students who were seen as having higher reading ability. The other two

‘

.

In another set of groups, we used only Black students, with two having

-elatively higher reading status and two having lower- status. Systematic

s

scoring found that the "High" readers in all cases were much more influential

/

than the "Low" readers. Whether or not there was a racial as well-'as a reading
. . N ’

status difference in the group 'did not seem to matter. In other words, the

.

reading ability acted as a strong status characteristic for the all-Black

-
.

groups as well as for the interracial ‘groups.

<«

}Implementation of Small Group'Strategy

Most of the time of the Stanford Support Group in the classrooms was
spent on rather elaborate preparation of the students :for skills and norms

for working in small groups. Students were grouped héterogeneously; they

w
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were given various’discussion tasks, during which they practiced special

behaviors such'as giﬁing everyone a chance to talk and listen. The staff

3 ‘ . N . ~ . . Ld

- adapted Epstein's Four-Stage Rocket for their use. _See Figure IV.
. .. .

Figure IV

N

The Four—Stage Rocket .

Pre-Test . ’
’ o i : ! '

Choose’ an observer, someone 'to watch the group. .Talk about the

assigned subject for five minutes." The observer will write down
what he,thinks the group did during the duscusgion.

. ™ <
. . v o

- Stage I Conciseness - getting quickly to the point and not bedting
. around the bush .

-

The observer for the pre-tes

fbs<t§E‘§£2np.:.

Keep on discussing the subjgct five minutes, making sure that”
each person talks for only fifteen ‘seconds.

111 watch the clock and keep time

Stage 2 Listening - pay ng attention to what is‘being said

-
-

Keep on discussing é;e %ame subject for fiVe more minutes making
sure that each person talks for only fifteen seconds. .
'But, eack person must walt three seconds after “the person before
has spoken before he may speak. .

Stage 3 Reflecting - repeating out loud to the group what the person
.o before you said

-

Keep on discussing the same subject making sure that eacz(person
talks for only fifteen seconds .and that he waits three seconds

. after the person before him has spoken béfore he speaks. k\h Y

Also, no person ma speak until he repedts to the group, what the

per?on before him said. This is’ called reflecting.

The person who had,spoken before has to nod his head to mean YES
if he thinks~this reflection is. right. No one may:talk until he
‘correctly reflects whattheperson befgre him said.
Stage 4 Everyone ContribuEes = all the people in the group have to
‘ speak

>

Keep on discnssing the same subject for five more minutes. Make
sure that each person talks for only fifteeh seconds and that he
waits three seconds after the person before him has spoken before

. he talks. No one may speak until he has correctly reflected what
the person before him said.

~
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* Also, no one may speak a second time until everyone in the group
has spoken.- ) - - .

Post-~Test

Keep on discussing the same subject
rules on the talking.

Try to use the skills of CONCISNESS, LISTENING, REFLECTING, and
EVERYONE CONTRIBUTES in the discuszion. ‘

-

The observer will write down the-difference between the pre-tést and
post-test that he sees on the observer sheet.' *
The"Fou¥;Stage-RQcket\J

Obsetygr Sheet

-

‘Observer: s

Date: -

States . Names of people in the group

1. Conciseness ' - i
. talks for 15 { T
seconds ‘ :

2. Listening T
‘ " waits for 3-seconds |, .
before talking

3. Reflecting -

. Y]
repeats correctly .o e Eent— )

4. Everyone

-}~ - Contributes . - _ -

;

talks in group
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This was followed by more—diacussion tasks during ‘which the students

. practiced a set of "lork- Behaviors"such as giving new ideas or suggestionms,

+

</ "Helping Behaviors" such as willingness to changé*one's own ideas to help

the group; and the avoidance of "Troublesome Behaviors" like "attacks other ’

— v ot JR—

" These behaviors were all presented to the children on charts~~-see

people.
~Figure V.

| Figure V , , . - :
. ' . . . IMPROVING GROUP PROCESS SKILLS

EA

This list of group roles ,OF ways that a group acts is divided into three ‘ .-

. "' parts: . :
e . (. ! ‘ .

’ WORK BEHAGEbRS are whys which tielp to get the group's work done. ’ h

HELPING BEHAVIORS are ways whi¢h help the group to keep working ’ A,
‘ smoothly altogether. .

TROUBLESOME BEHAVIORS are problems that come up between the people -
in the group and stop them from getting their work done.

.. WORK BEHAVIORS are ways which help to get, the gronp 8 work done.
! Bl » .
’ 1. has new ideas oi?suggestions.

- 2. asks for or gives information N
3. helpsfto explain better ot

-

4. pulls ideas together

5. finds out if the group is ready to decide what to do

HELPING -BEHAVIORS are ways. which help the group to -keep working
smoothly altogether.

1. "helps people get together
2. brings other people in . ' -
3. shows interest and kindness l ‘

. 4. 1is willing to change own ideas to help the group

- 5. tells others in a good way how they are behaving

L el
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Figure f (continued) Groups

. 4 .
TROUBLESQOME BEHAVIORS are problems that come up between the people
. - 1in the group and keep them from getting their work done.

'1.} attacks other people - .
2. won't go along with' other people's suggestions
3. ‘talks too much’

"4, keeps people from‘discussing because does not like the '
_arguments '

5.  shows that he does not care aboit what is happening
6. letting someone boss the group
7. not talking and not letting others know your ideas

. 8. iells stories about himself and keeps thélgroup from getting
. their work done .

IMPROVING GROUP PROCESS SKILLS

WORK BEHAVIORS
. Observer: N
Date: . - ' ) . '
) S ’ ’
. :Behaviors . Initials of People in the Group )
-/
I. has rnew ideas or
suggestions

- 4
II. asks for or gives
information

III. helps to explain
better

IV. pulls ideas
together

V. finds,out if the 1 B REFURNUSE
" group is ready to e e
decide what to do

; .

A\

e




[

A =

ve

-146-

get together
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Figure V (contihued) Groups -
SMALL GROUP
) HELPING BEHAVIOR
Observer: S
- Date: : ) ) '
Behaviors . I;itials of People in.the Grouﬁ T°£a£e
1. Helps people

Brings other
people in

3.

Shows interest
and kihdness

' Willing to

change own
ideas to help

7 group

5.

Tells others in
a good way how
they are behaving ,

»

Totals
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IMPROVING GROUP PROCESS SKILLS
TROUBLESOME BEHAVIORS
Qbservert
Date:
Behaviors . Initials of PeOpie in the Group

I. Attacks other . ’

//// people -~ 7t ' \ .

II. Won't go along . _
with other -~ ”
people's . \ \

- suggestions . / .

+III. Talks too much

L

IV: Lets ‘someone V ,
.boss the group

V. Does not talk

-

VI. .Not caring about
the group's task

VII. Tells stories to , .
keep group from . |
getting work donel™ ) - .-

rss

VIII. Does not discuss
to avoid fﬁéhts
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'Figure V (continuéd)

’

SMALL GROUP WORK

OBSERVER SHEET

Date:

N

Total

9N\

Group Members

.Bossy
“people”

Quiet
people”

Good .
listeners

Interrupting
people

Heiping.
others talk

Total
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Throughout this wholé set of disussion tasks, there was a student

assigned to an ohserver role. * The observer took down the initials of the
AN
- 3

peoplewho exhibited the behavior being practiced; the observer was
responsible for reporting during the wrap-up session, how many times he or -
she recorded various kinds of desirable (or undesirable) behaviors. A

sample of the scoring sheet is provided in Figure V.. In all, there were six

different discussion tasks employed. Gfoup composition was frequently shifted,

so that the students would become accustomed t. working with every other student

in the class. The observer role was rotated.
After this phase of the in-service ended, the teacher was to incorporate
groupwork into %his or her regular curriculum:éqtivifies. The staff spent some

time discussing how this migﬂ;,be’aone' and each of the volunteer teachers o

—

staged at least one demonstration\lesson using groupwork techniques.
i
Facilitator role. At this time the staff suggested to the teaghers that

they sh{uld shift f£.om the use of the observer role to that of a facifitator.

t

. A major function of the facilitator was to enforce norms (like behaviors in

S
Figure IV and V) that had already been learned as part of the initizl curric-

ulum on group skills and norms. In a memo on this Subjict, :héqstaff re—
commended that the following rules for group behavior'Should be enforced by
the facilitator, (1) Give eveyone a fair turn; (2) Give reasons foé ideés;
(3) Give different ideas; aﬁd t4) Listen to eéch gpher:s ideaé. Teachers were

urged to allow low achieving students to play the facilitator role. See copy
1 - .

of memo--Figure VI.

163
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Stanford University
School of Education .
- " Center for Educational Research at Stanford

- STATUS EQUALIZATION PROJECT

Suggestion for Use of Student Leaders and Student Observers

When you introduce small group tasks in the content area it may be
helpful to retain the student observer or student leader role. I

The student leader can become directive in the g%oup. They may remiagd
and direct the:group members on the various behaviors (or selected bghaviors
you have given them to observe that ‘day) they have been prepared to observe
for. Rather than simply observing and reporting\sgey may become more
directive (not punitive) and active in the groups. = - .

)
)

Another approachl may be to identify a new role as yod move into the
contént area, e.g., Student.Group Leaders. We have prepared Charts for thfs

purpose which you may want to use if your group task involves the form of .

the discussion technique. - )
Student Leadership Chart:
« - 1. Give everyone a fair turn
2. Give reasons for .ideas
3. Give different ideas
- 4., Listen to each other's ideas

When other tasks are involved you may wish to select other behavior charts
to have the student leajer use.

Tpe student leaders can be relied upon to get the groups started on their
tasks with a minimun of direction from the teacher.

-~

We also suggest® that the leaders should be trained before they are assigned
to groups. This_cap be done during recess, lumch time or.other times of the day
when seatwork woyld Rermit you to work with the stiident leaders. Below are
-suggestions for training. : '

Examples of questions the teacher can address to the students in order to
make' sure that everybody understands what it is to be a good leader.

A. Teacher using student leadership chart: "You as a Student Leader
. needs to:" .

?

1) Give everyone a fair turn: teacher asks children to talk about
N « it and ask the following: )

a) What might you, as leader, say i1f someone doesn't say

anything? . . . Remember, it's your job to get idea:
from your group.

-

Y

<



B.

Cc.
4

D.
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-

b) If someone talks toosmuch, what might you as leader say? ...
If the following is not .suggested the teacher can give this
example: '"We have iots of ideas from you, Greg; let's see
what Mary has to say."”

 ¢) What could you do if no one says anything at first? ...(The
teacher suggests: "Give 'some ideas of your own. Then ask
different members what they think about your ideas) as soon
as they start talking you can act like ome of the group again.
.(Talk but don't be a teacher or a person in charge) try to
get them to talk to each other...not just to you, the leader.
Ask them what they think about each other's ideas.

Teacher points .to SUGGESTION II: '"You, as a leader also will need co:"

2) Help the group give reasons for ideas: teacher_gské children to
talk about it. - You may give examples of questions such a

"How can a leader get his group to give reasons for/Adeas?"
(If the following are not suggested the teacher wi}l give
these examples: "

a)

+

- "Do you agree, Tom?" )
- "Why do you think so? OR Why don't you?"
- "How do the rest of you feel about John's ideas?"

-

Teacher points out to SUGGESTION-III: .

-3) Help the group ask for
about it:

many ideas: tgacher asks children to talk

.

a) How ca. a leader help the group talk about lots of ways to
answer a question? (If the following are not mentioned tke
trainer might suggest:

- "Do you have any other ideas?"
- "Can you give an example of what you mean?"
"Tell us more why you think sc," etc.

~

Teacher points to the REMINDER:
"Everyone must agree on the answer."

The teacher might sa}: "This is a very important rule for a group
discussion task."

a) "How can we help oyr group agree on one answer?" (If not
suggested by the group, the trainer may suggest the following:)

- "We have some ideas for an answery now let's decide which
is the best one." "Let's choose the idea we will give as
our group's answer." )

Any of the group behayior charss may be used in the same manner when
training student leaders or student observers, e.g., Four-Stage Rocket,

Work Behaviors, Helping Behaviors, or Troyblescme Behaviors.
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one-week Multi-Ability Curriculum prior to the in-service. However, no
syst%matic attempt was made to continue with multi—abili£§ definitions oé

new ééoupwork tasks that were introduced by the teacher. The Stanford staff
did discuss multiple abilities when they first'entered the classfooms and began
the figst'discussion task of the curriculum on cooperayive norms. The teachers
did not continue‘mgléi-ability definitfons of groupwork tasks they used as
demonstrations af the conclusion of the iﬁ-service program.A .

M .

Evaluation of Trainidg for Small Groups

-~

Gamero conducted an evaluation of the work -of the Support Group in =
producing cooperafive groupwork and equal status behavior in these cl;ssrooms.
She was present as an observer for each classroom session in which’ the support
staff came ;n to work with the children and the teacher-(Gamero, l981)l These
classrooés had been experieﬁcing discipline pr&blems and had little previous
experience with such hgterogeneously composed groups. Gamero concluded that
these factors made the intitial attempts to organize the class into small
discusSion groups quité chaotic. It is clear that if a teacher does.not have
good control of the class, or if the students are fourth_%raders (or immature
fifth graders) outside help is necessary at this initial stage. (Teacher aides,
parent volunteers, or high school students would be ad%quate.)

The children resisted .being composed into groups of classmates who were not
their friends. It turned out that they did not understand that adults must work
with people in groups whom they may dislike. After this ordinary fact of adult
life was explained, the students became much more willing to work in groups

composed by the staff.

15,
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At the beginning of the curriculum, the children were often quite
aggressive with each other, particularly in the clasrooms which had more
severe disciplin=z problemé. As the learning of new cooperative behaviors

proceeded, this began to disappear.

.

Many of the group processes used in this training program were not all
equally successful or important. At least for the first training for

cooperative norms, Gamero.recoﬁmended using a shorter list of behaviors.

-

. She felt that the basic skills set out in Epstein's Four-Stage Rocket would
be sufficient for a starg;'with later behaviors added as they became necessary .
during academic groupwork. In conjunction with the shorteﬁed initial training -

for small group behaviors, a shift ¥rom the use of a group ,observer to that of

a facilitator at tne conclusion of the Four-Stage Rocket would assist students =]

in moving more rapidly-te the group format that they weg;étéxpetiéﬁEEJih

e

academic groupwork. Furthermore,_/ghé facilitator role has great potential for

P

/ -
enforcing coogifggiyewnﬁfms as well as for -providing leadership opportunities

el

/yﬁor*chilﬁren who are relatively powerless in the social "pecking order" of the

classroom as well as the children with low academic status.

In order to make a systematic evaluation at the conclusion of the in-service

program, Gamero constructed a standardized group task for the students in the

T’six treated classrooms. She contrasted the response of the students to a

groupwork task in these classrooms to that of students in three untreated class-
rooms in the same school (all students of the fou;th, fifth and sixth grades).
This final evaluation ‘was made one month after the in-service program cnded.

The teachers who had received in-service had co%éinued te use small groups on
their own after the end of the formal training program (Ahmadjian, 1980). The

teachers in the conﬁrol classrooms made much more frequent use of large groups,

167 -
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rarely used small groups; their students were typically hard at work on seatwork

or quietly paying attention to the teacher. ‘

Gamero's method of evaluation was a standardized role'play, g;yen~by‘fwo

v

adults speaking from a script. The role play concerned g,moféi dilemma involving

school children of the student's age. This stopyoiéstold_;n‘Figure VII. The

groupwork task was to reach a concensus on the best solution to the dilemma.

There was a person assigned to a’ facilitator role in each group. Expected
)
behaviors were on a charts Give everyone a fair turn; Give reasons for ideas;

Give differe eas; Listen to eaéﬁ other's ideas. The facilitator was
. ///;;ﬁeffgg/:;/j:'a "Leader" and was told that it was his or:her job to see that -
;/////’/// these behaviors toék place. (See Figure VII for detailed instructions used -
. in this task.) ‘ .

Figure VII '

SMALL GROUP DISCUSSION

PRESENTATION OF THE TASK: '"MONEY FOR SANDRA"

I. Introduction:

Today we are going to put on a little play for you. Maria and \
Sandra will play the part of sixth grade students very much like you. \
B} The play will be about a "mofal dilemma."-

A "moral dilemma" is a problem where people cannot easily decide
what is the right thing to do. Neither decision will make both actors

happy. _
P You must watch and listen very carefully because you will have to
decide, after watching the play, what is the right thing for Sandra
to do.
>

After you have seen what the problem is, you will discuss in a group
the best solution to the problem. Please listen to them, carefully.

,

s II. Roleplay: 5 minutes

G
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J Figure VII (continued)

TIII. 1Instructions:

Is there any questions about the situation? Are you all clear what
happened? Then, we are ready to try to come to agreement on what is the
best answer to these questions on the poster:

¥ .

What should Sandra Do? -Return the coin or not?

Give reasons for your decision.
{ .

IV. Small Group Discussion:

Instructions:

1) You will now discuss the problem as a group, for
15 minutes. . '

2) The class will break up into small groups of five. -
(Names will be read off by the instructor). .
There is one person in)éach group who will play the’
role of a facilitator.{ (Here the instructor appoints

! TR
a facilitator for eachlgroup).
- This is the job of the facilitator.
» (Here the instructor shows\the student Leadership Chart).

Student LéadershipAChart

1. Give everyone a fair turn.

2. Give reasons for ideas.

3." Give different fideas. . ¢
4. <Listen to eachjﬁther’s ideas.

Remember: Everybody must agree on the solution made by the group.

3) At the end of the session, your group must select a
person who will make a report about the group's
solution to the problem, and explain why they arrived -
;_at that decision.
4) Then the instructor asks the group to start the discussion.

At the end of the small group sessions, after children have given the reports,
we could ask them: .

-=- 1. Does anyone want to comment on why we come to such difficult” ideas?
== 2. Does anyone want to comment on what they think were good ideas?
=~ 3. We need to point out that is is OK to think up a new solution to ’

the problem. For example: at Nixon, children found a way to give
" 1t back and get a reward too. .

!

-~

/ _16;&)
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Figure VII (continued.)

* ‘

OBSERVER ROLE *

1. The obsérver should tell the facilitator that it is his/her
v Job to get the group sitting closely together.

-~

2. If the group appears!to be -coming to a conclusion much too -
early, she should say: "I'm not sure that I ‘heard that you all
agreed. You have to give reasons."

. 3. The observer has to remind the group after they have reachedl
agreement, that they must pick a reporter. Should not let - o—v -
facilitator thigk that he or she is necessarily the reporter——-—————we - e

4., Remind the group that they have only 15 minutes to discuss and
find an answer to the problem.

It would be advisable to warn the group to arrive at a conclusion,

if they haven't yet done so, when only 2 minutes are left, so

they will have time to choose the reporter and to give reasons

for their deeision. e R

st

’

e
. . ! a
*These were instructions to the paid obséévegs who scored interaction of
discussion groups.
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Figure VII (continued) Groups

MONEY FOR SANDRA - THE MORAL DILEMMA

The Problem >

The issue is honesty: 1f someone has cheated you, in it fair to cheat
him in return? Maria owes Sandra fifty cents she has borrowed but not paid
back in spite of Sandra's repeated requests. Sandra has a chance to get her
money back-——by stealing it in a way that will cause Maria much trouble.
Introducingrthe Problem

Say to the group, "Have you ever lent something to a friend--who just
never gets around‘to giving it- back? If you have, you can remember how
provoked you felt. This story is about suchxa happening.

Sandra had put her foot on a shiny half dollar.

Nearby, on hands and_knees, Maria was searching through the grass,
carefully parting the blades to peer between them for a silvery telltale
glint. . . -

"Sandra, help me!" she pleaded. "I lost my half dollar!"

"Too bad," Sandra said. "Too bad you didn't pay me what you owe
me before you lost that money." \

"Oh, I couidn’'t pay out out of that half’dollar!"

"Oh, no?" "Well you.are, chum, you are," Sandra said t¢ herself.

She was really disgusted with Maria. She had lent Maria two bits for a movie
Just a week before, when Maria already owed her for a hot dog and a coke. ,
But Maria who was good at mooching always managed to forget any debts she owed.

"I couldn't. pay you from that half dollar," Maria explained, "because

it isn't mine. Besides, it's special. It's a coin from my Dad's collection.
I brought it to school to sﬁov to the'eeacher. He collects coins. I didn't
tell my Dad I was taking it. He doesn't like me to mess with his collection.
Bosides, this coin isn't worth just fifty cents. It's scarce, so it's worth”
a lot more. Dad'll really be sore!"

So you're in trouble, Sandra thought. Well, go ahead and squirm. You

got it coming to you. Then Sandra thought of Maria's father. he'd really
Q .

‘be rough on Maria.

Sandra almost lifted her foot, almost said, "Hey, look--" but checked
the impulse. Maria needed a lesson.

- But-this would be so tough 2 lesson~---
MORAL DILEMMA: What should Sand;:,do? Return the coin or not"

171
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Children in each classroom were composed into five groups of five or

six members. A\"Low" Reader was always assigned the facilitator's role.

The groups were mixed as to sex, reading abiliéy and race. For two groups

in each claasroom, there was ;n adult observer who did systemati; scoriﬁg of
behavior and used'a tape recorder to record the discussion. The other three ”
. - groups in each classroom filiéd out a questfonnaire folléwing the groupwork,

along with the two groups who were scored. This questionnaire contained many

of the same ftems included in the sample questionnaire eariier in the chaptef..

__Altogether there were_é;@gggupa,with~l3;in—thewthree"unfreated—claysrbﬁmg‘zﬁa‘“"‘
Baieabetod Nt ,

* s,

28 in treated classrooms. See Figure VIII for the désign of this evaluation.
’

N . . , Figure VIII

-

Design of Systematic Small Group Evaluation

N

|
. . |
Groups observed [
+ tapes i ’ |
+ post-meeting Post-meeting }
questionnaire questionnaire only s . "
Treated 18 groups . o y
classroom gloup groups )
(N=6) ) . 3
Untreated 9 gn%ups 4 grouns . .
classroom . .
(8¥=3) . Total - 27 ) T Total = 14 -
T ' Grand Total = 41 groups
Results. Systematic scoring of the contributions of each member of the

tiaEsroomsreceiving in-service, éhan in groups in untreated classrooms. Table
1 présents thesg findings. For each group observed, Gamero calculated the
pércentage of a%ts which came from Low, Medium, and High gpadérs (excluding
the facilitator). She then took an average of all such percentages for Low

Readers in treated_and untreated classrooms. Table 1 shows that Low Readers

Q ‘ ) B .1 7:3

observed groups revealed that Low Readers were more acEive in groups in the . {
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contributed an average of 29Z.of all acts in treated claésrooms,'but only

.

20% of all acts in untreated classrooms. (This is a statistically significant
- v

difference). Actually, in the treated classrooms, Low Readers contributed, on

the average, more than the High Readers or the Medium Readers; this is not .

‘trpe in the untreated classrooms.
T

i . Table 1
Average Percentage ~«.?_;E_In:l.xz;{‘alt:ion by Students in Small Groups, -
\ According to Reading Ability and Treatment Condition o
| \ (Excluding the Facilitators) . ) —
Number of Average Percentage
Reading Ability ~Treated Students of Acts Initiated** "t" Ratio
© Low Yes 17 29.39 .888%
No ° 7 19.59
Medium Yes 31 21.28 . 0.895
. No T 18 27.69,
/
| High Y3 23 25.69 0.926
f - No - 11 24.05
I e .
P <.05 \\

** The reason that the percentages shown in this table do not amount to 100%
is because we took out the scores of some students who presented problems of
proper identification. .

" In addition to these findings on participafion relevant to the task,
groups in tféa;ed classrooms showed more pro-social behaviors than groups in
untreated classrooms. ,Despite the observably "rocky" start they had in the
beginning of their groupwork training, thére were few troublesome behaviors
observed in the groupsin treated classrooms (or in groups in untreated class-
rooms) . Students'in‘treated classroows were more likely to ask for each other's

opinion and to give favorable evaluations of each other's ideas. Table 2 gives

the average number of these cooperative behaviors per group in treated and

H
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untreated classrqoms. Again the treéted groups are significantly more
likely to show these behaviors. Furthermore, groups in treated classrooms * A ¢
were more or%gnted to their owm interracial grouﬁ as a social unit. When
asked as to who had the best ideas, they were much more,%ikely to put down
on the questionmaire athe group" as their answer, even though the questiqnnaire

* specifically asked them to nme a person. Thirty-six percent of the treated

students’ put down "the group" as their answer as opposed to 20% in the un-

treated groups. See Table 3.

3
. Table 2
N i
Average Number of Cooperative Acts-per Group for Treated
. and Untreated Classrooms ("Positive Evaluations"
' plus "Action Opportunities'')

. # Cooperative- x Cooperative —-
Treated # Groups Acts per Group t-Value
Yes 18 ©100.97 5.61 1.92+%
’ No . 9 39.31 4,37 : )
&. *p <.05, t-level of confidence set at p < .05; 25 d.f.
/ .
Table 3 //

Treatment and Probability of‘ghgsing "The Group"
as. Having the Besft Ideas

rd

Chose the “ ' 2
Treated Group Individus1l Refusal to Answer N X
Yes 51 (36%) 77 (54%) 15 (10%) 143 10.773%
No 13 (20%) 34 (53%) 17 (277%) 64

*Level of significance for X2 was set at p<.05; J4.f.

4 '
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The intellectual quality of the group discussion was different in the

two sets of classrooms.® Gamero scored the recorded group discussions for the
number of '"reasoning" statements participants offered. These were selected from

the tape recorded discussion on the basis of certain cue words such as "I think

that...," "because," "pfobably," etc. The average number of reasoning scores.
- ) .

was calculated for groups in the two sets of classrooms. There was an average

of 24 reasoning statements per group in treated classrooms and only an average

of 16 per group in the untreated classrooms (againastatistically significant

o ¢

difference). These differences may be seen in Table 4. .

= Table 4 e

1

Average Number of Reasoning Scores per Group -- .
(Treated versus Untreated), in a 15 Minute
Small Group Interaction Session

.
Total Reasoning X Reasoning Scores
Treated # Groups Scores per Group t-Value
Yes 18 434 24.11
3.197%
No 9 140 15.55
1

*t-level of significance set a p < .05; 25 d.f. . -

]

Theéé was no evidence that the program was successful in changing com-
petence expectations of reading status. It should be recalled that training
students in norms for equal participation was based on the treatment developed
by Richa dcrris (1977). Such a treatment does not, by itself, attack com-
petence e., :ctations but only superimposes norms for equal participation on the
group's behavior. Morris, himself, did not find evidence that paftipipants in

his experimental groups thought the Low Readers had any better ideas than
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participants in the control grewps (1977). The same finding occurred in
this evaluation of the small group training.

When all the groups were asked on the questionnaire as_to who had the

‘best ideas, the High Readers were selected 56% of the time in both treated and

untreated classrooms. But the High Readers represented onlylao% of the students

v
[

4 »
in the classrooms. Thus, they were 26% more likely to be chosen as having the

best ideas than would be eipected if reading status had nothing to do with
perceptions of competence in discussing - the moral dilemma. The'Low Readers
were only picked 14% of the time in treated classrooms and 217 of the time in

untreated Slassrooms, although they represented 267 of the students in the

treated classrooms and 31% of the students in the untreated classrooms. Thus,

!
. the Low Readers were between 10 and 12% less likely to be chosen as having the

best ideas than if reading status were not important in evaluating competence.

’

Being in a treated classroom did nothing to improve this situation. These
figures are all given in Table 5. Overall, the High Readers were still seen as
more competent, even though the task was completely non—-academic and involved
a purely moral issue.

The final result concerns the Low Readers who played the role of facil-
itator. These students did very well in the eyes of the group members in both
sets of classrooms. They were evaluated favorably on the grour questionnaire.
Particularly in the treated clasérooms, the Low Readers had a high evaluation
of their own performance as facilitators. A lisfener to the recorded discussion
would note sdﬁ; differences in the way that facilitators in treated classrooms,
who.were trained for the job, behaved in contrast to the untreated facilitators.
In untreated classrooms, the child who played the facilitator often insisted on

giving out turns to speak to each person. In treated classrooms, the facil<

itator was less obtrusive and the discussion was more open and spontaneous.

2




~-163-

177

N .
\ / ~
,
. \:ﬂ’“-— . " ~ A
- L - - g -
s R .’Tablé 5
. o

‘.Q

Students' Relative Influence Measured by the“Péfcéﬂtéée'of'Chdiceé Giveﬁ té Students
as Having the Best Ideas™in the Solution of the Small Group Task
(Within Reading Ability and Treatment Condition)

Differences Between

Reading Total # of Observed % of # of Expected % of Observed and Expected’
Ability Treatment Choices Choices Students Choices % of Choices
High Yes 77 55.84 43 30.07 25.77
No 34 55.88 19 ~29.69 26.19
Medium Yes 77 29.87 62 ‘43,36 ‘ -13.49
No 34 23.53 25 39.06 -15.33
Low Yex 77 14.29 38 26.94 ~12.65
No 34 20.59 20 31.25 ~10.66

*Calculations for this table were based on the total choices given to specific students (77 choices in
treated groups and 34 choices in untreated groups). The rest of the choices were either given to.the
group as 2 whole or were refusals to answer the question. (The number of groups snd students in Table 4
is higher than in the earlier tables. Since these were questionnaire responses we. could include all those
criterion task groups which .ere not directly observed. Altogether there were 143 students in treated
classrooms and 64 students in untreated classrooms.)

-




Groups

.
-

Interpretation. The small group process curriculum was successful in

much the sgme way as the Morfig laboratory treatment was sucééssful. Tha
norms for equal participation did much to boost the participation of the Low
Readers in the treated classrooms. The result was equal status participation
in groups in treated classrooms.
. .The use of the facilitator is an especially practical and promising
technique. Even without previous training (as in untreated classrooms),
the use of this role did much to prevent High Readers from dominating the
interaction in both sets of classrooms. Even in the untreated classfooms,
the Medium Readers were more active chan the High’Readers. In these well- ’
d£sciplined classrooms, the facilitators were able to function quite well
even without training. In the treated classrooms, where the facilitator
was somewhat more likely to think well of his own performance, we see real
possibilities for raising competence expectations over time as Low Readers
have repeated opportuﬁities to play such leadership roles. A

Although the behavior showed equal rates of participation by low and
high status children (the Low Readers were mostly Black), there was no
evidence that the competence expectations for Low Readers were equal to that
of High Readers in treated classrooms. Evidently, the multi-ability strategy
was not employed strongly and was not sufficiently explicit. In retrospect, it
appears that‘the teachers never had the chancg to practice viewing tasks as
involving different abilities. This strategy is not an easy one, because
teachers and curriculum developers are not accustomed to analyzing school tasks
in this way. In addition, the in-service program did not stress this strategy
nearly as strongly as they did the reinforcement of cooperative group behaviors.

The classroou observers,used in the last month of the school year  never saw

the teachers using multi-ability introductions.

I

A
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Déspite its limitations, this curriculum had much to recommend it from

the point of view of interpersonal--behavior in a desegregated classroom.
There was evidgqce of much pro-sdeial behavior in a cliﬁaté where we had
observed considerable anti-social behavior. Gamero found very little trouble-
some behéviof in thé group task even in classrooms which had displayed chaos
in the first groupwork practice sessions. Children in the six teated class-
‘rooms were more likely to agree with the statement on a questionnaire, "It
is important to learm to work with people you dislike® than were child;en in
§eve; untreated classrooms (Perez, 1980). Interracial groups in the treated
classrooms were more cohesive as measured by the sponfaneoys judgement that‘
"the é¥oup" had the best ideas. Finally, there was much more reasoning in
the discussion'groups in treated classrooms. On the whole, the in-service

program achieved a more humane, rational discourse, certainly a highly

desirable outcome for the integrated classroom.

What Was Learned

In this chapter I recommended a three-part strategy to the teacher:
training for group process; use of a facilitator role; and multi—ébility tasks
with explicit multi-ability introductions. This recommendation comes as a
direct resuit of the field experience I have just described. Evidently two,of
the three strategies, in éhis case, were effective in produclng equal status
participation and desirable interpersonal interchange. The third part, tie
multi-ability strategy, needs to be much stronger in order to ghange comretence
expectations which are still based on reading, even whe;e it is not relevant
to the situation. It is not enough just to. use mylti-ability groupwork taskg--

the fact thut they involve separate abilities must be clear in the students'

minds. They must have the opportunity to be evaluated favorably by their peers

]
on these new abilities. Unless the experience is made very explicit, . do not
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think it is possible to éhange competence ‘expectations in an ongoing class-
room situation. It should be recalled, that we know that it is entirely
pessible,to‘aave students think well of the ideas of Low Readers in a non-
acddemic task. The Rosenholtz Multi-Ability Curriculum demonstrated that
this is possible when children have really héd the opportunity to perceive
the separate abilities involved in a task,/

I have been frank about the problems experienced in these lively © 4
desegregated classrooms--particularly about the help that is necessary for
younger ;lassroqmé and where teachers have had problems with discipline. ‘
But it can clearly work even under difficult conditions. Most important,
there appears to be little risk of such procedures.

When you try it out for yourself, you too should be eritical as we have
tried to be. Ask yourself how well each of tﬁe theoretical strat;gies worked
in your ciass. Try to improve on what you are doing as you go along, using
scme of the evaluation tools provided in this chapter. OQur experience has
been that it won't be very long before other faculty members will want you to
show them how to manage classrooms in this dynamic fashion. I would like to

close here with the response of one of the participating teachers to the

-

question, "Do you have any plans for changes in your instructional pattern

next fall?"

"I plan to use the small groups set-up more. If you can get the
standards assimilated, the groups could go along fine by themselves.
Maybe within our teacher groups we can get these groups started
within each.other's classrooms. Maybe to begin with we would need
more adult bodies and we could get our aides involved. I'm really
pleased with what we've been able to accomplish. Some kids would
have gotten sy turned off by themselves on academic tasks. A lesson
that is not ezgiting can be exciting in a small group. For example,
the academic lésson that we presented, they would not have gotten
through by themjelves and in the group they all came up with ‘good
answers. It was\a challenge and they accepted it."

A
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Chapter X

The Multi-ARlility Classroom

The Multi-Ability Classroom is a set of recommendations for permanent

- S

éhanges in che task and evaluation structure of classrooms These changes
are calculated to inc;ease active, engaged learning behavior on the part of ‘
low status st;xients and to provide enriched detailed feedback to the student
on how he or! she is doing on many different and speéific skills,

* These rékommeédations are designed to change expectatons for competence
held by classmates for each other and by the student for him/herself. Instead
of a set of consistent expectations for a student, based on how “smarp“ or
"dumb? he or she is,\the teacher introduces mulfiple intellectual abilities
on which each student developes mixed expectations for competence, not—just

-

consistent by high or low expectations. '

“

I have reserved this chapter for the last because the skills of groupwbrg

are integral to the multi-ability model. But this set of changes goes beyond

4

groupwork-to ;ttack features of the classroom which build and reinforce the

\

acaddmic status order. In my view, the source of the problems is in the conception

of human ability held by teachers, parents and students. Human ability is seen
egsentially unidimensional; and reading ability se;ves, in pecple's minds, as a
perfectly good measure of a student's intelligence. Perhaps, it is because of
this belief that educators do not worry about a curriculum which makes £eading
and writing a strict prerequisite for participation and success at almost all

classroom tasks after. the fourth grade. If the teacher believes that a student

- who is still having problems with readins at this age has limited intellectual

-

182
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capability, then the teacher may assume that he or she would fq?l even if the
instructions and background were combrehensible. I can't think of any other
reason why one woﬁld set up so many children for certain failure by design

of learning tasks--unless teachers believe that thege children are more or

-

less permanently and inherently limited.

As a sociologist, I can put this fundamental problem in another way. As

LY
long as teachers see their job as one of sorting and selecting the "winners"

in ‘the world of school from the "losers," then it becomes perfectly acceptable

to consign a fair proportion of the class to permanent academic failure.

Many educators, especially secondary school teachers, do see their .job as one

of culfivatin& the talented for further education and for eventual entry into

the moée highly prized professidhal and business jobs. Other educators see
their job as one of maximizing academic success for as many students as possible.
In %yiyearsfag a teacher of teachers and, a researcher of schools, I have
met many teachers who want desparaéely for e&ery child to succeed in their
classes. They have, however,  carried over inté their methods of teaching,
beliefs about ability, evaluation methodS and grouping techniques which encourage
failure on the part of the students they most want to help. No one has ever
suggested to them that the social structure of their classrooms may be preventing -
them from reaching their own teaching objectives. These are the teachers I want
to tall to about thexguléi-Ability Classroom. g
Conceptions of cu;riculum are closely related to conceptions of human =
intellectual ability. If there is no other way to be "smart” other than through
reading, then thefe is nothing wrong.ﬁith a'curriculum which makes reading a
prerequisite for success on every classroom task. Even in mathematies, I find

that children are required to read word problems in order to demonstrate their

understandiné of ~athematical concepts on standardized achievement tests. It

1Q9
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seems to bother comparatively few educators én&_testers that’ failure to do
the word problem correctly may be due to a reading defiéiency'rdther than a
conceptual skill problem.
. In a multi-ability classroom thete are many %egitimate intellectual
methods of solving problems; and a far wider range of tasks are suitable as
~media of instruction. Reading becomes a useful féafure of communication in
connection with these tasks; written materials allow the teacher to piesent

vital information .about how to do the task, a new vocabulary, and other

instructions necessary for the learning process. The difference between

corventional classroom instruction and what I am recommending here is that

in a multi-ability classroom, it is now legitimate for students to ask each

other for hélp 'in redding and understanding these ‘materials. It is often

one of the specific duties of a member of the group to see to it that everyone

-t

understands the written instructions. However, this is only one of the many

relevant skills which are explained by the teacher as being important for the

learning activity involved.

¢ rd
Definition of a Multiple Ability Classroom

What then is a multiple ability classroom?

The multi-ability classroom has many dimensions of
intellectual competence. No one student is likely
to be rated highly on all these dimensions. Each
individual is likely to be rated on at least one
dimension. Thus, there are no students who are
generally expected to be incompetent at new tasks
and no students who are generally expected to be
superior regardless of the nature of the task.

In a multi-abllity classroom one's skill in reading
represents only one important competence; it is
not an index oy general expectations for success at
all classroom tasks.

184

a




. ) -170- . Groups
Basically, this goal is achieved through changes in the task and evaluation
structure. There are a much wider variety of academic tasks. Small heteroge-
neous groups are frequently used as pért of the regular curriculum. The teacher

a

takes deliberate steps to insure that students do not make evaluations of each

other and of themselve; along a single dimensioﬁ on intellectyal-capacity.
Beéﬁuse every student can show satisfactory success on some of the tasks and

_because they receive individualized evaluations, they develop mixed ef%ectations
rather than uniform expectations for competence.

Why Should a Teacher Change?

Changing the way a teacher ordinarily works is a costly procedure;;and by
this I do not mean in dollars and cents. It is costly in terms of the risk of

disorder in the classroom, in terms of extra effort spent in preparation and in
the necéssity to evaluate éﬁd adjust new rocequrés. It is far more comfortable

to stick with tested methods of instructi#n.

Impact on learning. Hanyrteachers are vitally concerned with the failure

[

of some of their students to make good academic progress. These are the students
: |

who are often disengaged from their tasks, who participate very little in

* .

academic recitation and discussion, and who fail to put out the requisite effort:
needed to make up for their deficiencies. Many recent studies demonstrate the
cohnection betweeI active learning time ard test scores. Recommendations by

the researchers includé improvement of classroom management, and more direct
instruction. However, some students fail to respond to the best organized

teachers--there is really no way to "order" a student ‘to put out effort and

become engaged in a learning task.
If the task structure is changed from one with individual or whole class
work to small groups or multi-ability activitiss, you will find that student

»

engagement improves dramatically as well as academic participation. This

y 1
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connectiow has been demonstrated in previous classroom research (Hess and
Takanishi, 1974; Berliner,~1£78) Furthermore, the Beginning Teacher
Evaluation Study round that two features of the feardang environment which -
were clesely related to each other were positively correlated with achievement
-in Grade 2. These were the degree to which'students took respensibili;y fpr

E

their classwork, belongings and classroom and the)§Egree to which students

helped each other, shared materials and worked together (Berliner, 1978);

Thus, the recommended task structures should impact engagement and ;ctive
learning time. These improvements should, if current research and theory are
correct, have a favorable dramatic impact on learning for low achieving students.

It is significant that Berliner found engagement rate to be a powerful predictor

of learning across all four. quadrants of achievement in reaaing and math at

Grades 2 and 5. < 2

However, it {s not enough to change the task structure. Even if there are

manyreheil groups‘in the classroom, the effects of academic.status differences

will depress tl.e participation rates of-low status students within the heteroge-
neous small groups. fhus, the simple use of small groups, although boosting
the participation and engagement rate of’lo& status students “n comparison to
ordinary seatwork, will stiil not make that,parficipation equal to that cf high

status students. To accomlesh that goal, one must still treat the status
o %

problen in some or all of the many methods we have recommended in-this book\{/i
These relationships of task-structure and the academic status order to
learning are pictured in Figure I. Note that both task and academic status

orders are seen as having independent effects on participation and effort on

fhe part of the students.

18§
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Figure 1

Social System of the Classroom

N —

Task Structure : Academic Status Order

;::EinteEffort + Participation

Learning

-

Thus, one good reason a teacher should consider changing a task structure
and ,treating the academic status problems is to improve the learning outcomes
for students with low academic status. This may be particularly important for

<

teachers working with agademically heterogeneous classrooms.

- Impaclk on interracial relations. The multingility classroom is obviously

of special advantage for the teacher of a desegregated classroom. If the White

P

children discover thac Black children who may be poor readers have much to offer
on other relevant intellectual dimensions, the stage is set for social inte-

gratiocn and the reduction of stereotypical beliefs. Clearly, the more radical

changes recommended in this chapter are preferable to the limited introduction

<

of cooperative multi-ability tasks recommended in the last chapter. - A successful .
"
multi-ability classroom should yield equal stifus interaction in small inter-
5 .
racial groups and improved effert and engagement on academic tasks on the part

of the minority children who are working behind grade level in the basic skills. -

I will present some relevant evidence on this argument.

Impact on bilingual classrooms. Bilingual classtcoms often present the

teacher with unusual academic heterogeneity. Students have varying degrees of

S~

proficiency in spoken English and often show great variation in ability to read

-~

in~any language. The multi-ability classroom has a special bonus for the

1 4
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bilingual classroom. Through increcasing active verbal-perticipation by changing

the task structure and treating the academic status order, the students obtain
importaunt active practice in oral Englisﬁ. They will be found talking to their

peers on academic éubjec:s as often as three times per minute. Language experts

e Rl
————

highly recommend active practice in a functional context for increasing English

/
/

language acquisition. I,/will also present some direct evidence ou this point

later in tuis chapter.

!

Conventional Instruction and the Academic Status order

I. have recommendéd that teachers change their metheds of avaluation of
students in oFder to modify the effécts of the academic status o-der. Evaluation
pr?ctices appear to be one‘;mportant feature of classrooms that helps to build
and reinforce generally low expectations for competence on the part of some
students. That is why groupwork, by itself, is not enougﬁ to ereate a mulci-
ability classroom. Even if we were to create equal expectations for competence
0a some groupwork tasks, the regular evaluation systam in the elassroom would
reconstruct thg academic status order we had just treated. In many classrooms
the choice of tasks goes hand in hand with che evaluation practices to en-
coyrage the students to make invidi..s social cémparisons, helping to strengthen
the belief that some students are pre?ty much hopeless when it comes -0
learning. Figure 2 diagrams these connections in order to illustrate the pivotal
role of evaluation practices in creating and maintaining academic status order

effects on learning, It chows how evaluation practices plus task structure help

to create and maintain agrecment between students on the academic status order.

183
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"Figure II

Evaluation in “the Classroom Social System

Evaluation, Practices

|

Task Structure ——— Acgdemic Status Order

Effort and Participation

Learning

The Single Ability Classroom

The multi-ability classroom is different from instruction in many

conventional classrooms. It helps to understand the rationale for recommended

- -~

changes, if conventional classrooms are ‘described in the purest form--what I

will call Single Ability Classrooms. In practice, classrooms represent an

inconsistent mixture of tasks and evaluation procedures because they are not

ordinarily seen as interconnected. o

H

In Single Ability classrooms human intellectual ability is seen as uni-
dimensional; reading is used as an index of how "smart" the student is. The
,teachér is the major source of evaluation; whole class recitation and ability
groups with stable membership and seatwork are tKe most frequent teaching
techniques. In whole class recitation, the teacher's evaluation of answers
as "right" or "wrong" automatically become public knowledge. In ability groups,
the label is a public evaluation of competence which children understandt
regardless of how the teacher tries to hide thé laggls. In seatwork where the

v
students are all working at the same task, they compare themselves with each

other on how fast the work is completed and on how many red marks the teacher
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makes on, the worksh;et. Stillﬂgnothér way children learn about the teacher's
evaluation is through formal grades on report cards and tests. Single Ability
Classroom teachers rarely provide any evaluation other than public criticism or
praise during recitation and grédes and marks on tests, homework and report cards.

In addition to these features of the evaluation svstem, the Si;éle Ability
Classroom has important task characteristiecs. The~nature of the schoolwork is
quite uniform with most of the tasks requiring reading skills, and using paper
and pencil. Curriculum activities‘repeatedly require the same basiec skills in
all content ar;as; they pf;sent a narrowly consistent picture of students'
academic capabilities. Increasingly as the sgudent grows older, reading skilis
are made the prerequisite of éuccess in all other academic subjeets. Good readers
therefore do better than poorer reade.s in every subject, yielding uniformity
in grades across subjects. There are no alternative conceptions of ability
available to students in the Single Ability Classroom. Music and Art are given

“

little emphasis; there are few intellectual tasks presented where students who

are not good readers can excell on other intellectual dimensions such as reasoning,

>
o b

decision-making, observation or the generation of new ideas.

Effects on Students

As a result of these features of tHe task and evaluation system, Single
Ability Classrooms produce stroné agreement between the stuéﬁnt as to where
each one stands on ﬁeading Atility. In othér words, in such _classrooms there
shouldibe a strong chance for status generalization based on Reading Ability;
the partic%Pation and effort of ;oor readers is more likely to be depressed.

The evidence on the linkage between -Single Ability Classrooms and a
status order based on reading comes f;om the work of Rosenholtz and Wilson.
They studied a sample of 15 classrooms: they measureé instructional
features with a teacher questionnaire and student agreement on status ranking-

with a student questionnaire. In classrooms where teachers used standardized

- - 19
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tasks, large groups, comparative evaluation and gave very little autonomy to

students in decision-making, the students showed strong agreement with each

;

other on hoé everyone ranked iﬁ,reading. Furthermore, the students'
perceptions were in essential agreement with teachers' ranking on reading
ability. 1In classrooms where the teachers used more small groups, individ-
ualized materials and less comﬁarative evaluation, the ;g;eemenf on where
each student stood on reading ability, was not so marked (Rosenholtz and
Wilson,hIQSO).

Simpson (1977) studied these kinds of traditional classrooms which

. -

contained multiracial student groups. He contrasted them with classrooms which
did npt'use whole class tasks, mgde use of games, puzzles and other multi-media,
and gave children more autonomy. In ;hese desegregated classrooms, teachers
did not see nearly as great performance deficits among Blacks and Chicanos as
in traditionai classroumg.

In a set of 23 racially integrated classrooms Oren and Macias find
impsrtant differences in student academic seif—concé;; and in students' sense
of control of his/her own academic performance according to the evaluation
practices. 1In these studies classrooms were characterized.as to how rich and
varied were the teacher's evaluation practices. Teachers who scored high o;
this index used individualized feedback as well as conventional marking and
grading. Teachers who scored low were those who gave comparatively little
feedback of any kind to students. Oren found that in classrooms with a rich

¢

feedback system, there wore feweg students who reported feeling little internil .

P i

control over the grades they received--i.e., they were less likely to report

that their grades were dye to luck or teacher bias (Oren, 1980). Macias found
that the same index of evaluation practices was positively related to minority

N ’
students having a higher academic self-concept (Macias, in progress).

19
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Creating a Multi-Ability Classroom

.

Let me try to make the recommended changes as clear as possible. I
have first introduced the theoretical strategy so that.the concrete changes

can be seen in the context of the goal of eliminating consiscent low

expectations on the part of students with low academic status.

.

Steps to Affect Evalﬁation

The foliowing features of a classroom will help students to form a set

N

of mixed evaluatiors on multiple dimensions of ability:

1. Use tasks that feature multi-ﬁedia and ekills other than T
paper-and-pencil or reading skills. )

2. Use groupwork tasks defined as multi-ability.

3. Use individualization in the basic. skills; use
flexible grouping, rather than ability grouping.

4.. Use rich feedback to the individual student which may include
marks and grades but must always include talking to individual
students about specific things they do well and specific skills
they need' to work on. ’

',

5. Provide opportunities for the low status student to perform
competently in special roles such as facilitator in small group-
work.

6. Avold automatic failure in science, math and social studies
because of reading deficits.

7. Avoid individual competition; it will aggravate status problems.
These steps wil% help to achieve the desired goal of mixed evaluations by
providing for more success opportunities for low status students. They will
_ be more likely to do well if given the. chance to work on multi-media tasks
and on other tasks whié¥ do not require them to read or write in drder to
participate successfully. They may grasp the abstract concepts through
alternative media; and they may make a contributionato a, task. inv lviné reading

and writing 1f, it 1s defined as requiriné multi-abilities and they receive

\ “

Al

the needed assistance on those parts of, the task they cannot d> by themselves.
o #
Individualization will provide these students with appropriate challenging .

1382
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tasks where it is possible for them to succeed in :the basic skills. If they 4

receive specifiq individq§;ized'f2edback, they shculd come to feel that with
it

-

°

gufficient éffort they can make satisfactoty progress in areas where they

have had significant problems. _ ' ‘ o [
Even though one can set up a situation where the low status student is .

competent and succedsful in the eyes-of fhe teacher and other students, |

. con;;ncing the student that his/her own competence is not at all easy. In. — \(2

orde¥ to acheive this clear understanding, the student must receive detaileé-

‘and accurate feedback from the teacher as well as from other students. The.

teacher should take the time to talk to the student about his or her progress

and about activities on which s/he has done particularly weil or poorly. Further-

more, diffuse general evalustions‘of ability such as permanent ability grouping

ameantfthetical to achiesing this goal. These groupings tell the student

thst there are low general expectations for competence in the subject; natter-—

exactly what you as instructor are trying to thange.

The use of multi-ability tasks in and out of the graupwork seéqing will

do much to iancrease the successful experience of the lov status—students—But——

the multi-ability classroom requires very careful attantion to the evaluation
practices of the teacher. It is essential to achieve perfect clarity on the

part of the low sgtatus student xhat he or she does some tﬁings which -are

intellectually demanding very well and that there are other skills on which he

or she is behind and needs to put in extrd effort and work.

Increasing Participation Tﬁrough Chéﬁging Task Structure -

Changing the task structure of the class is nhot only a matter of the kinds’

of tasks one introduces but the ways in which the teacher mzkes it legitimate
for students to relate to each other in the" process of learhing. The | kinds of !

roles students play in the classroom and the individual or group nature of tasks

v 'Y -
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.and goals may also be seen as part of the class structure. Recall that in

4

traditiondl classrooms students may not helg’eéch other and operate ‘as'indi-.

*

viduals with ind{ividual accountability and reward. - i

Here are some steps to take in creating a suitable task gtructure for

]

- .@ Multi-Ability Classroom: _

1. Make it legitimate and important for students to, help one another
* 1n group settings and when working or. homework and at classroom
Learning Céntevrs. ’

2." Use heterogeneous gmall gropps with groupéor& tasks.
a. Define these tasks as‘muici-dbility. . .
b. Train the groups with special -norms. for cooperative behavior.

. 3. Choose academic tasks which allow different individualsto learh
e through: different media and on different developmental levels.

4. Choose tagks which allow individuals to contribute intellectually
through different kinds of abilities; visual thinking, creativity;
reasoning, logic, interpersohal understanding, and.organizational
abliity. The list is endless; one has only to think about How
adult workers such ag teachers use their minds$ rather than how
students have traditionally been asked to use their minds in
school settings. .

.5. When working on the basic skills use individualizatior in such
a way that the student in need of remediation receives high
quality supervised practice on tasks.which are sufficiently
> challenging. . ’ :

-

Effects of Changing the Task Structure ,
In the last chapter, the efforts of the Stanford Status Equalization
. ' i . :
Project to help teachers train students for small groups were described. In

addition to the small grogp curriéulum, the Stanford Support.Team made a more
general effort to have the six treated teachers alggr ;heiflcask struc;ures by
inCréduEin; more'multi~a§i%1Cy tasks ;ﬁd small groups as part of chéir rggﬁlar
cdrriculum. They were given the definition of the ﬁulci—Ability Curriculum
and a handout on relevant changes {n task and evaluation structure. The gtaff

held a series of discussions with each clasgroom teacher on how their regdlar

curriculum might be adapted to the Multi-Ability Classrqom. Afcegbchrge gonths

—
,
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of in;service,'the staff withdrew. A month later, observers entered the
classroom to take-a number offmeasures of't@e task structure in treated and'

[

yntreated classroonslas well as the engagement and active participation of

selected students. !

a

Ahmadjian carf!ed out a special atudy of 3% low~achieving students in . /
three ‘of the treated classrooms and in three of the control classrooms. She -
. repeatedly observed thesge children .at work on different days and in different

subject areas of the curriculum which ordinarily-required reading, such asg;
‘social studies and nath.__Her findings on the inpact of task structure
differences on vhe behavior of 1ow-achieuing students are highly relevant to
the argument that the intrcduction of.small groups and multi-abiiity actiyities P
" will foster active iearning among‘low-achieving students in academicali;
heterogeneouﬁt racially integrated clas;rooms. ‘ . -

Systematic observations of each student for.reneated, ‘short, standardized '

time periods revealed that the target students were experiencing a:totally. -
. .. ~

different task structure in the treétedas»compared to the uhtreated classrooms.,

‘Students in classrooms receiving in-service were much‘nore likely t~ be found G-
doing multi-ability activities or in small groups. \In this observation scheme,
multi-abilit; activities were scored if students were engaged in creatibe N s
writing, multi-media tasks or onen discussion. Small groups were defined és _ 'ii
pairs or 36 students per group.. Tabte 1 shows the proportion of tine st;dents °
uere cbserved ju thé different-task structures of the two sets of.classrooms.

- B , o N «

14 . - )
- . ¢
1 -4



_ 5181~ '

Table 1

Proportion of Time Individual Students Were ObserVed in Various® . -

Activities and Groupings by In*~Service Treatment* -

~

-

Large Groups or Individual Work
Multi-Ability Activities

Small Groups °

»

7/
o Non'Multi-Ability
. ’ © Activities and Multi-Abilitye
. , , Total Obser- Large Groups or Activities and/or
Tieatment Teacher vation Time Individual Work .Small Groups -
Yes'  Teacher #1 3 jirs. 15 min. 287~ 72%
, Teacher #2 - 3 hrs. 55 min. 52% ., 48%
Teacher #3 Y 4 hrs. 33 min. 38% 627 °
° No Teacher #4 3 hrs. 18 min. . 922 8% )
Teacher #5 2 hrs. 54 min. 85% ¢ 15%
Teacher #6 2 hrs. 12 min: 70% i 30%
' Key: -Non Multi-Ability Activities * = . Academic Drilk, Pencil/Pape:‘lask

Individual, Large Group of 7 + Students
. Creative Writing, Multi-media Tasks, -

Open,Discussion

?

=,. Pairs & 3-6 Students Rer Group™

-

'

%*Janig Lee Ahmadjian.

Effects of the Self-Ful

University, 1980.

filling PrOphecy."

N

"Academic Status and Reading Achievement: Modifying the
Doctoral Dissertation, Stanford
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paa: of these targeted students 'in different task structures.’ When the

observations ?2¥ec1assified.as to the kind of grouping and activity in which

-8 " the student was seen, it wasclear that in small groups students were very much

} L. " There were marked differences in the amount of -active learning on the
i 'Amnrellikely to be talking about their’work with other stu&enta. In small groups

students talked on an averdge 1.5 times a minute_whiie in large groups the rate

was only .29 of, one interaction pér minute. The rate in individual work wag'

.45 of one interdction pér minute. 1f the 'student were involved in a small group
/

doing 3 multi-ability activity, the probability of talking about the task' rose

- 3

"to an average oE two and one-half minutes a minute. These average rates of

A9

<

talkigg about the task are presen;ed in Table 2, Ahmadjian 8 findings of the
amount of time the students were disengaged from the task revealed a parallel
> pattern of most, engagement in small gtoupa and least engagement in.seatwo;k.
As in Berliner's 1978 study, Ahmadjian found relatively high rates:of disg-
engagement in seatwork~-502 of the time (Ahmadjian, 1980; Berliner, 1978).

- . P -~

. . . .
’ ’ N Y .
}

| Table- 2
i:“‘ . A . ) : ' )
| b e Academic TInteraction With Other Students: Acts Per Minnte
% for Observations of Various Grouping Size/Activity Types* -
i. * . = ~ R s . e -
v Grouping Size/ - - ) _Acadenic Initiation With Other
Activity Type T . 82 Students: No. of Observations |
% I . . o ’ .
. " . Small Group . - i 1.54-' 3.33 ‘ 23 %
Largé Group ° .29, 19 3 30
’ Individual : ©os - 277 " 36
‘ ©~  Multi-Ability .40 .61 T 29 g
\ Actfvity . . _
c Small Group/Multi- . 2.53  10.80 . - 16 .
Abllity Activity '~ . y .
" Large Group/Non Y L2001 22 -
oo ‘Multi~Ability Activity . . . v
*Ahmadjian’ _%c _c—i._Ec ’ -3 ; v N * -
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_Small groups were comparatively rarely seen in the classrooms which did not
receive in-service. However, when they.were observed, they were algo
productive of-higher rates of talking and engagement as in the'treated class-

' ®

rooms. Although there were some. exampIes'of multi-ability tasks seen-in

untreated classrooms, they were not? the same kind as in treated classrooms.

- They were either the use of ﬁilms or large group discussion. Creative, writing

°

was neve:’ observed in the untreated classrooms. JAs a result, it is not

»

surprising that multi-abilitg activities, by themselves, in these. untreated

qlassrooms were not associated-with higher rates ofufsidemic participation.

In contrast, in the treated classréoms, the obsarvers scored many examples of

creative writing, multi-media tasks such as manipu{ative academic games

-

\

and open discussion. Multi~ability activities had' a markedly favorable effect

ort engagement and active participation in ‘treated classrooms. (See tables in

i [}

appendix for the statistical analysis of these effects (Ahmadjian, 1980)

»

Thus, thd experience of 2 different task structure meant highér rates of

-

académic participation and engagement'for the low-achieving child. Further-
more, the introduction of norms for equal participation.in the course of

. . A
training students in treated classrooms for groupwork had the impact of boosting

the participation rate of low readers within the small groups. This result was

<
« -

. deseribed in the previous chapter (Gamero, 1980).

\Will task structure affect learning7 The question teachers will want toﬁig

_ask is whether or not increasing task engagement and talking abdut the task with

K

peers will result in more learning on the part of students who are. deficient in

basig skills. In the case of'36 children, Ahmadjian studied, all of them were

) -

' being taken ou. of the classrooms for instruction by a skilled reading

specialist._ However, the changed task structure was not really‘in place until

March of the school year; so any favorable impact of task structure had little
] * .




S

'.students in the treated classrooms, but the difference was not statistically

.-and working together c?d learning on a ‘criterion reference test. Tak#ng into

A‘account how the student did on the pre-test, those who talk more and wobrk

)
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time to operate. - The reading Specialist, not- knowing which. children were in
treated clasarooms, gave slighrr/ more favorable ratings to the progress of N

significant and could have 3£;n due to differences between the rating of skills
r -
as of the beginning of the school year. Thus, the study did not provide a good
- * »
test of this important issue, although it did show that the differences in

task strﬁcture certainly did no harm to the reading brogress of students in\

the treated classrooms. . . : 5 '
, .

There are numerous studies which relate active learning behavior to

L4

learning outcomes. However, they are often‘examining ‘active lenrning behavior
of students while under direct-supervision of the teacher as' in reading.groups.

Although of some relevance, these studies do not cogstitute a good test of
s ;

*
-

peer interaction as a medium of learning. Nevertheless,these studies stress the,
. 5 "

connéction between a student engaging activély in the academi¢ work and his

learning. . ) ) .
-Q.e
In an ongoing study of a“mgth-science curriculum for bilingual classrooms

(Grades 2—4), I find a strong connection between Mildren talking to each other

more together_get higher scores on the posttest.(crns Math Igsty.

In the case of this curriculum, ‘the task structure was ehanged bthavihg

Learning Centers with clusters of children working at each Center. Tasks were
4

multi-ability in that they involved many different ways of’nnderstanding,

manipulable materials, and a tremendous variety of skills. Directions for each

Learning Center were written in Englisl, Spanish and pictographs; not only
did the tasks require understanding of these written directions.but each Center

reQuired a worksheet‘ghichmhgd:to be filled out before one could progress to

\ ) A
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the next Learning Center. The problem of poor readers and inadequate
language skills was solved by telling the children that they hdd the right to

ask anyone else at their Learning Center for help.- Also, .everyone had the
duty to assist those who asked for help. Readers assisted non-readers in
« ¥ s M /
becoming oriented to. the tasks which involved manipulation, measurement, s
1]

drawing, computing, hypothesizing and man& other scientific skills. The
‘Léarning Center tasks were constructed s; that children who were funétioning .
at a'Iower levél of cognitive development tould learn by carrving out the
activities at a simpler level. These tasks are an excellent example of multi-

- «

ability activities. ‘ . . . .' ; ' .
Returning to Figure I for a moment, I argued that changing the task’ - s
e " Q

structure would change the effort’and participation of the student, and would

therefore have an impact-on learning. The relationship between the childten ‘

. ]

(’, - ~

working" together and talking to each other -and learning is strong evidence for
the proposed linkage., However, it ;é critical to point out that this learning

took place under the conditions of beeutifully prepared_learning materials. It

€

should be clear’ that I am not/%dvocating Learning Cenéers as aomagic sub-
stitute for a well-conceptualized and prepared curriculum% Instead, I am pointing

out that shiftiag toward small groups and chperative learning relationships in

-

conjunction with careful preparation of, multi-ability tasks will solv% many of .

the motiva?zonA1aproblems of poor achievers and engage them in effective active

S DT PR . » iV
ERRLN LA T NS TR ot

learning havior. ’ R T 2 X

Thes " changes il task structure require basic skills from the te ¥ in

management of the classroom: Teachers who have not solved-tHe problem of gaining

-
\

.

1This cgfriculum is called Finding,Outfﬁescrubriemento\and was developed by
E. De Avila. The research,eited is,part of a project supported by the National
‘Sciencze Poundation.

.
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compliance from their students when they give directions; :eachers who are
relucte nt to delegate authority\to'students to carry out‘tasks; or teachers
who rind it difficult to_get their classrooms or;;nized efficiently and
quickly--all thése teachers will have‘problems following the recommendations -
' on—task structure. They will need to worh\gn these more basic teaching skills
c/jl in order to runha Multi-Ability'Classroom The\york of the Stanford Support
o Group suggests that with' some help from an experieneed teacher (not necessarily

an outside expert), a person can rapidly improve these .basic teaching skills,

Incorporating Status Treatments .

»

For maximum efFectiveness on learning, the teacher must keep in mind

that having the students interact on collective tasks will activate status

.

problems. This will hold,\even if .the tasks are as varied as those in the-.

N
. \ . - )
science curriculum just descrihed. Unless the teacher stops to explain that
o o N\
N . . -
reading is only one of the necessary skills fo- success at these Learni enters,
. N\ -

N\ . .
I would expect the better readers tosdominate in the cooperative interactions

.

between the students. -

~

The weaker student, although‘much better off with the assistance'of-
his/her classmates than without it, could still do better, if the teacher

stopped to give a multi-ability definition of the tasks at each Learning Center.

. N @
- Furthermore, as long as reading and mdth continue to be taught in conventional

ability groups, one would expect no transfer of the improved‘expectations for
competencq\to these academic subjects. Direct benefits to reading skills would
only be derived from active practice in learning to read the materials at the

Learning Center with'.peer assistance. :

.

In addition to multi-ability‘treatments,‘the use of cooperative norms and

- L

different roles for different students aill. do much to provide new-success

A 201
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- experiences for low achieving students, thus leading to the elimfnation of low

general expectations for competence on the part of these students.
To sum it up, the key pqint is that changes in the evaluation practices '

s ) should go hand in hand with ‘changes in the task structure. In that way, the !

teacher will generate the motivation t8 wark harder at learning tasks in basic,

<
; skil-s and in other academic subjects. At the same ‘time, the teacher will
. < \
- achieve equal status' interaction between students who come from different

\ . )
-~ ‘

cial and cultutal backgrpundsa\ This;‘in turn, ,will weaken racist stereotypes

and wil}'instruct the studentsin how to work.together;

"

A Word Abdht Power

[
>

I have written’hbout _small groups in classrooms as if-work relationships

between children took place in ;”vacuum. /Actually, they are very much affected

: ;w:informal social relationships between the-children and By the. organization
WA
of the school. The word, "power" is a good way to cha@acterize these other *

-
<
-~

PO kinds of relatiOnships which enter into the Student's wogy behavior. Some

\
. students are able to get other ‘students to do what they want through inter-

¢

-
. -

personal influence. © .

’
.

In many classrooms the most influential children are also the. best students,

- About the only exception are the outstapding athletes, who may or may not be

. goéd students, but who are often seen as influential by classmates. - When this :

*

is the case, a teacher will not notice that athletes wiil tend to be very active

rand influential in classroom:grouprrk, whether or not they have high academic

. Trm———— . é

status. :

In some classrooms, there is no relationship betweén academic status
ranking and influence. 1In this case, the teacher will observe two kinds of

) children who are active and influential in work groups--those who, have higjy,

academic status and those who are influential on other grounds,
14

classrooms, socially powerful children are often seen as a threat to the
el \ » .

o authority of'the-classroon teacher. They are’ quite capable of cregting

v <02

- - M
. ' - * v

In these
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problems for the teacher’by their ability to'exert influence for unacceptable

behavior. : ‘

One of the unexpected bonuses in groupwork is the e¥fect on these kinds"
of studentsi They are virtually ''coopted" by the use of groups working on
academic tasks. Since ‘the medium is social, they will quickly'engage them~,
selves in task-related intgraction and become deenly inuolvéd in academic work.

. In the integrated school where. the Stanford Support Group tried to install

L .

¥ ¢
multi-abilitf classrooms, careful analysis of the data revealed, that there were

A -

many Black studeuts who were poor readérs buttwhose ideas in.group discussiowr

¢ s -

were highly valued, they were. seen as competent. In these classrooms with a .-

L ¥

" wide range of social class and academic skillh, alternat‘ve status chdrac-

Y

teristics to reading ability seemed to be operating right alongside the reading

status characteristie. Analysis of behavior on collective tasks revealéﬁ the

academic status érder*and an alternative status characteristic o'erating
A [ . c o, i .

—

simhltaneously'hnd‘&n opposite directions. The reading characte istic was more

likely to boost therinfluence of White students, while' the alterpative status
o v . . .-
characteristic was boosting the influence of Black students (,Cghen, 1979)

v

‘What was tha source of the "socjal influence of Black students in this -

3
i

integratcd setting?  This question raises the issue of how the racial composition

of the school, ‘the presence of minority members on the faculty znd the‘preseéte
4

of strong multi-cultural programs come t9 affect”work relationsYbetween students

in the classroom. Ir an analysis of many integréted settings, Ia lacola

4
demonstrated'a strong correlation between how domir.ant the White students were :<$?

,over minority students on collaltive tasks and these organizational variabies.

.

In schgpls;vhere the minority. stddents represented a larger proportion of the
. « . © -

i t
student population, where minorities were well represented on the faculty, and

-

<

where thefé were multi-cultural programs,, the Whites were less dominant in group-

work thén in schools without these characteristics (JIadicola, 1979)+ ‘

r
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- s+ Students are indjeﬂ'affected by the power_and authority relat¥onships of ). .

the adults around theml In the school stJ?ied by the Stanford Status Equal-

0 Al . ~
1zat1dh Project, the Black adults and Black culture played an offitial and

N '
powerful role. This was reflected in the students in that both Whitesand Blacks
L. -

eLs

L er—

re more likely to see Blacks as influential. Influential Blacks were also
seel as having good ideas in group tasks and were active and imfluential in _

the shall group academic setting.

feacuers are often udaware of how the relationships between ‘adults in-the

hd v

: . - Ll
school mo E;s behavior for students. In one experiment on Expectation Training,

- ’ -

‘Robbins foulld that if the Anglos dominated the administration of the treatment

with Chicanoya ults playing subordinate roles, Expectatiou'Training was 1in=

effective in perguading ‘Chicanos to, be more active and influential, in interaction

icanc and Anglo adults mcdeled equal status sehavior as they

N /
ectation Training was successful in producing eaual

~

e gtudents (Robbins, 1977) ’ »

with Anglos. If

ran the experiment,

statys behavior among

What does this mean for the classroom teacher? If the school 1is one with

.....

-~
minority students to be Yow parti ~pators. If they have little’informal social
N V
influence, it may become very difficult to persuade them that~it- s legitimate\

for them to speak up and argue with their
£ .

glo classmates, _ R ;

Elsewhere I have recommended against dese ation plans which result in

. . .

this pattern (Cohen; 1980). However, the teacher typica T&'has no contr&% over

these variables with the exception of the use of multi-cultaral ;ZZEEials.

-4 addition to this approach, one sensibie strategy is' to empower these studénﬁs

.

by giving them special roles to play, such as group facilitators. You can use
your authority as a teacher to delegate to them the right to direct thé behavior -
. of-their'classmates'in,a specific role. - ’ i I

-
‘

‘ _ Z?CLg L A

.
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In the bilingual seccing, it is often the case that the Anglo teacher
e
has a Spanish-speaking teacher aide. If the teacher is’ conscantly seen
directing the behavior of chis aide, it will communicate to the Ssgﬂith
- speaking Jhildren chat cheyvare—powerless in this social secting.~ It th;;e-
‘ fore becom%s important for the teacher and aide tr funccion as an equal status
'__ . team in fr&nt of the students; many teachers and éidgs do indeed work in ;his
manney. ) v
If the school is one where there is a wide range of academic skills but
the minofity students who are low readers tend to be the mosc.social}y powerful
students, then the recommendations of the multi-ability élassroom a;e ideally
suited to the setting. Thesg techniques; will coopt the influential students,
- parsuading them to apply their talent3 to academic arenag., At the same time,

careful training in gfoup’process sﬁills, which we have recommended, will provide ..

excellent training for harmonious, equal status interracial relations.

2 s

Conclusion.
onclu ~

' . This book has moved from the simplest ap;I;:;EIbns\pf groupwork in

designing a lpsgon'dr unit with a Bpecific teaching objective to the complete
rescruct&riﬁg involved 1n'the Multi-Ability Classroom. as much as a set of
techniques, I have been descr£bing a new way of looking at the design of learning
< tasks in light of what we know about clhssroom social structure. ;
“- Some of the fecodﬁepdations can be put to use with very little difficulcy--
only the time necessary to do the advance planning and the pbst-class evaluation.
-Others require cafeful choice of curricular materials, a high level of teacher
.management skills and the req;isiCe skill ia individualization and feedback to

students. It is quite possible to start with the easiest tasks recommended and

<@
to move on as skill is acquired to the more difficult.

SERIC S 25
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I encourage the teacher to be experimental in weaving these general
principles in with his/her own aﬁproach to téaching. However, the t;sk is
really better accomplished with the heip of a colleague. The intellectual
task is not an e;sy one; it will go better when there is a colleague with
whom one can discuss strategies, and evaluate resulis. It only takes one
pair of teachers or a te;cher and-a resource or specialigt\feacher to put
groupwork into operation. The very process of‘designing and carrying eut
so&é of the ideds in this volumez will turqﬁouE'to be highly rewarding for the
teacher. Groupwork, when prOperiyfabne, is entirely too good to be restricted

to students--it will havejths same benefits for the 'staff! . “ -

2

4

e

s
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Analysis of Variance

Number of Academic Initiations ! )
- With Other Students . ;.
Classroom Type and Activity Type .

S

Soutce * ’ $.8. = D.F. M.S. F

—~—— -
Main Effects 375.58 < 3 125,19 © 7.60 hak
C Classroom: Type - 92.70 - 1 " 92.70 5.63 # -
. Activity Type " 155.56 2 77.18 4,73 a%
: * Classroom Type 174.96 2 87.03 5.29
- x ;Ai:t'::lv'ity Type p - LT . :
' Residual , -6256.04 380 16.46
—— e

Key: Levgl of Significance .. —
* = P <05  hhmp<.0l #kmop <00l . .
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FALLOUT SHELTER!
Small’ Group Task ,

¢ .

The object of this game is to select seven persons to go
® into the fallout snelter. You have just been alerted that
.a heutron bonb fs neaded for the United StaEEs/and'the‘United
States -has just released a neutron bomb in retaliation.' ?here-
fore, it is very likely the end of the world. Your group must_
decide which seven persons wiIl go into the fallput shelter.
Remember, only seven persons can go into the shelter. You must

have agrement of the entire group before a selectionﬂcan be made..

’ ¢

9

1. a 30 year old,male symphony orches&a violin' player ’
2. a 67 yedr old male minister

3. a 23 year 0ld engiheéer-.and his 21 year old wife (they :
refuse to be«separatede

4. a 40 year old policemah who refuses to be separated from
! his gun

5. an 11 year old student (male) from Wordsworth School

6. a 25 year old’ male high school dropout, recently arrested
for'armed robbery .

7. a 32 year old female 6th grade teacher
8. -:a 40 year old female doctor (medical}.
. 9. a.50 year old female artist and sculptor
\10. © a 25 year old male poet . =

11." a one year old female child

Y 2‘1 s . * .
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Rank order the following ten people as to how, much.you would like

; i | to'have them ,as friends. Number 1 would ve.the friend you would
like best and number 10 would be the friend you would like. least.

There must be total agreement on the rankings within your group.

¢ 1. (cook) A student who .cooks dinmer two nlghts a week for two_
old people who are sick in bed., .. . -
) . Q
e 2. (appeaser) A student who wltneséed a friend taking money

from another friend's wallet, tells neither frlend, but
replaces the moneh hlmself/herself .

3. (bossy) . A flfth grader whé&. always ‘bosses people around, on
the playground -as well' as ln‘the classroom.

. .4. (athlete) A Wordsworth- student, who*is a star athlete and .
only has friends who are as. good at,athletics as he is.
5. « (popular) A student who is very,popular.because he/she ]
makes everyone feel good. 'He/she never expresses his own
@ - feellngs or opinions if they could cause, an’ argument.

< 6. (good-tlmer) ’ﬁrctudent who jokes al: the tlme and plays
. | . practical jokes orr, other s for tHe fun of it.
| 7. (snob) A Wordswoth student who tells you that you should
not be.friends with someone else because their father is ) s
~in jail.: , . r )

>

8. '(prude) A student who makes fun of other students who
: can t do well in the ¢lagsrcom.
g a - ) o .
3. (witlrdrawn) A student who 'is very quiet, rarely talks to °
anyone yet will hold an interesting conversation when
someone else starts talking to him/her.

10. (fighter) A fifth grader who picks fights w1th people over
nothing worth fighting about.

-

v - . | . . o,
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) ‘. 'Wllliqator River" ’ _
Once there-was a girl named Abigail wbo was in love with a
boylnamed Gregory. Gregory had-an unfortunate eccident and broke‘
hig glasses. Abigail, being a true friepd, volunteered to take
~ them to, be repaired. But ‘the repair shop was across the river,
and dufing a flash flood the bridge was washed away.' Poor Gregory
could see nothing without his glasses, so Abilgail was desperate
to get across the river to the repair'shop. While she was standing .
forlornly on the bank ‘of the»riVer, clutching the broken glasses
in her hands, a boy named Sinbad glided by in a rowbpat'. ul :::1§ ?

" She asked Sinbad if he would take her. across: He agree to on

;‘

the condition that while she was havrng the glasses repaired, she
A

would go to a nearby store’ and steal a transistorfradio that he- had

been wanting. Abigail refused to do this and went to'see a friend
!
named Ivan who had a boat. F/// . T

. When Abigail told-Ivan her problgm, he said he was too busy to
’ help her out and didn't want to be involved. ' Abigail, feeling that'\

she had no other¥ choice, returned to Sinbad and told him she would

agree to his plan. n .
When Abigail returned the repaired glasses to' Gregory, she told '
him what she had had to do. Gregory was so,;ad at what she had done
. he told her that he never wanted to see her again.
Abigail, upset, “turned to Slug with her tale of wo-.. Slud was
sorry for Abigail that he promised her he would get even with Greg-

ory. -They went to the school Playground where Gregory was playing

ball and Abigail watched happily while Slug beat Gregory up and
kk_broke his glasses. '

.
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Rank these-characters from "best" to "worst": Abigail, Gregory,
) 3 G' ’, - - kY
Sg%d Ivan, Slug .
G:L"e reasons for yonr decisions ’,
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"Lost on the Moon" Instructions

N ) ’

For this activity you are to?imagine the following: you are

an astronaut piloﬁing your spaceship to the moon. (CRASH) Your 2

spaceship has just cfashrlanaed on the moon.” You were schaduled

to meet up with the'mother ship'which is 200 miles ;way. Both

you and the mother ship are on the lighted side of the moon. Tﬂé . .7
rough landlng has runied your ship. except for the flfteen Aters
shown on these cards (show a card). The survival of your crew
depends upon reaching the mother Ship.i In order to do this you

" must pick the mosﬁ important items available for th; 200 mile trip.
gpﬁr task is to rank the fifteen items according to most important
to least important. That is, put the item you would value most

first, the next most important item second, and so on. Asg you' are
: A

doing this, try to thihk of good reasons for your ordering, ﬁemember,

there may be many uses for an item; it doesn't necessarily have to

be used for its usual or intended purpose. ) g

Here are the fiften items:

Box of matches
Food concentrate
Fifty feet of nylon rope
Parachute silk .
. Solar-powered heating unit N
Two 45 calibre pistols
Steller map of the moon's constellation
Self-inflated raft
Magnetic compass . ' . o
Five gallons of water
, Signal flares
First-aid kit
Solar-powered walkie-talkie
One case of powdered milk
« Two tanks of oxygen




